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ABSTRACT
The purpose of this study was to describe the teaching and learning 
experience in an introductory Women Studies course. It was of specific interest to 
explore how people acquire and transmit counter-hegemonic information and to 
describe their perspective regarding the dynamics of change.
Using a conceptual framework of education, anthropology, and feminism, a 
qualitative research study was conducted over a four-month period. The context 
of the study was a course in Women Studies. The participants involved in the 
study included the course instructor and five older-than-average undergraduate 
students enrolled in the course. Specific methods used were participant 
observation and audio-taped interviews with the six participants.
Three questions emerged from this study: Wrhat accounted for change? 
How did change occur? How did change affect the lives of participants? Data 
were organized into each of three categories (i.e., Classroom Dynamics, the 
Process of Change, and Women Studies and Beyond) to answer three questions. 
The data patterns or conclusions drawn were as follows:
1. The instructor of the Women Studies course utilized pedagogical 
techniques which facilitated classroom dynamics that could nurture the 
development of change.
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2. Student transformation was an incremental process marked by transition 
points or stages. These stages were awareness, anger, voice, power, and before 
and after.
3. Students in this Women Studies course changed in terms of their 
feelings, thoughts, attitudes, and behaviors. These changes empowered them to 




Responsible teaching requires not only expertise in our subject area but 
understanding o f the learning process and a willingness to recognize the 
implications o f  what and how we teach in the society in which we live.
(Pearson, Shavlik, & Touchton, 1989, p. 2)
Background of Study
Women Studies has secured a respected place in the colleges and 
universities of this country. It has evolved from a single interdisciplinary course 
offered at Cornell University in 1969 to a discipline with multiple course offerings 
in over 2,000 campuses in the nation today (Chamberlain & Bernstein, 1992). 
Bernard (1989) has attributed the astonishing growth of Women Studies courses 
to a "Feminist Enlightenment" which on the one hand has produced "whole 
libraries of knowledge about female history and achievements" and on the other, 
the means to disseminate it (p. 432). This study is a qualitative exploration of 




The rationale for researching the area of a Women Studies course emerges 
from two sources. The first is my own experiential and academic knowledge; the 
second is a public recognition by scholars of the limited amount of research 
published in this area (Culley & Portuges, 1985; Klein, 1987; Maher & Tetreault, 
1993). The first source originally inspired the actual field work. In addition, it 
now answers the personal "why" of this particular study. The second source 
answers the public "why." It speaks to our need as educators to know more about 
this area and validates the necessity for further study. Although this rationale 
seems to work from a duality of sorts, there actually is no sharp division between 
the personal and the public sources. They work more on a shifting continuum 
where the lines between the personal and the public often blend together.
In light of this rationale, a review of my overarching personal philosophy of 
education is in order. This being the case, I posit my basic beliefs in the following 
statement. I believe that the fabric of our culture and our society is resplendent 
with a diverse and ever-changing texture and hue. Unfurled in the wind like a 
flag of many nations, it waves with the spirit, soul, heart, and breath of its people. 
It is a symbol of our identity, our depth, our energy, and our pride. It can inspire 
us to achieve dreams that are, as yet, unknown. As one generation prepares for 
the next, so also must it provide for its future. As educators our legacy connects 
the students we teach today with the children of tomorrow. With this in mind,
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our goal is clear-to teach so that each of tomorrow’s children may be educated 
by a society that is as democratic as it is diverse.
This is my personal commitment to education. I function under no illusion 
that the work I do is unbiased. To the contrary, it rests on my belief that 
education is not as democratic as it ought to be. One of the reasons for this 
undemocratic education is the exclusionary foundation of knowledge that it is 
built upon. In fact, until very recently, that knowledge base in education emerged 
with few exceptions from educated men of European decent (Bleier, 1984; Capra, 
1982; Daly, 1973; Ferguson, 1980; Harris, Silverstein, & Andrews, 1989; Keller, 
1978; Minnich, 1989; Wallsgrove, 1980). My purpose is not to denigrate this 
knowledge but to expand it.
My primary focus in educational research is to democratize knowledge.
One way to do that is first, to recognize the hegemony that exists, next, to counter 
it, and finally, to reflect upon the meaning of what we have done. Democratizing 
knowledge does not mean replacing one particular kind of hegemony with 
another. It does not mean replacing men’s knowledge with women’s, or Euro- 
Americans’ knowledge with that of Native Americans. It does not mean any 
either/or combination we can think of. Rather, it means presenting a positional 
and perspectival forum in which multiple layers of reality interplay in a climate of 
continual reflexivity.
It also must be noted that my view of education has, in part, been 
influenced by the wealth of feminist scholarship that has emerged in the last 20
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years. I concur with Lather (1988) who reiterates the theme of this post-modern 
age: "Belief in absolutes is on the decline, and the ‘quest for a God’s Eye view5 is 
at an end"; the challenge now "is to pursue the possibilities" (p. 570).
I entered this study mildly cognizant of this challenge and of this 
framework. I also approached it from the position of an educated, middle class, 
Euro-American women with 44 years of life experience. This study of the process 
of change from the perspectives of participants in a Women Studies class has the 
imprint of who I am. Nothing can change that. However, it also has the imprint 
of my concern and care that the voices of the participants in this study must be 
heard in the least intrusive manner possible. It is my hope that a deeper 
understanding of this position will emerge from continued author and reader 
reflexivity on this study.
The second source forming the rationale of this study comes from a more 
public concern and blends with my own scholarly interests as an educator. This is 
the indication of scholars who note the scant research on the dynamics of Women 
Studies courses. Klein (1987) says, "Despite the fact that Women’s Studies calls 
itself ‘an educational movement for change,’ until recently, there has been a 
remarkable dearth of reflective writing on the theories and practices of the WS 
classroom dynamics" (p. 187). Six years later this "dearth" is reiterated by Maher 
and Tetreault (1993): "There is now a long and rich history of feminist 
scholarship in the academic disciplines; however, little if any research has taken 
place inside the classroom itself' (p. 19). My own search of the literature reveals
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much on the content of Women Studies courses and still very little on the culture 
and dynamics of them. With this in mind, I hope this study may provide an 
illumination of those comers of the Women Studies classroom that are now only 
dimly lit, and an amplification of the voices of those rarely heard in the research 
on teaching and learning.
In short, my rationale for this study stems from who I am, what I know, 
and what others know of Women Studies classes. This now leads us to a 
discussion of the purpose of the study and an extension of my rational in choosing 
this particular class.
Purpose of Study
I approached this study with the purpose of describing the teaching and 
learning experience in an introductory Women Studies course. It was of specific 
interest to explore how people acquire and transmit counter-hegemonic 
information and to describe their perspective regarding the dynamics of change. 
Beyond this, I had no fixed theory in mind and went into the site as a learner. By 
listening and observing, I had hoped eventually to discover and report on the finer 
points of that process.
I chose an introductory Women Studies course because it seemed a likely 
site for initial student exposure to counter-hegemonic information. Also, I 
remembered my own initial contact to counter-hegemonic information in a human 
relations course for teachers that I had taken some years earlier. I remembered 
both the resistance of some students and the ready acceptance of others to issues
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of sexism, racism, classism, ableism, and homophobia. I also remembered the 
flood of emotions that discussion of counter-hegemonic information released. 
Some students flatly refused to accept the information, while others embraced it 
wholeheartedly. For me, it was the beginning of a process that eventually resulted 
in a paradigm shift-one that changed my life for the better.
I can now say that it was specifically because of this personal experience 
that I chose to design a qualitative study to explore what it was like in a Women 
Studies class. This revelation, however, was not readily apparent to me at the 
very beginning of this study. It became evident only after reflection upon my 
reasons for choosing to research this area.
The method I chose for the study is guided by the "grounded theory" 
approach developed by Glaser and Strauss (1967) in which theory is grounded in 
data and "emerges from the bottom up rather than the top down" (Bogdan & 
Biklen, 1992, p. 32). One characteristic of qualitative research is an inductive 
analysis of the data (Bogdan & Biklen, 1992). According to Strauss and Corbin 
(1990)
Grounded theory is one that is inductively derived from the study of 
the phenomenon it represents. That is, it is discovered, developed, 
and provisionally verified through systematic data collection and 
analysis of data pertaining to that phenomenon. Therefore, data 
collection, analysis and theory stand in reciprocal relation with each 
other, (p. 23)
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In other words, researchers go into the study as learners and discoverers of 
the culture or phenomenon to be studied. As the researcher in this study, I 
assume the position of an anthropologist studying a native culture. Going into the 
Women Studies class involves asking questions even when I think I know the 
answer. Working in this manner helps one derive the emic, or insider’s, 
perspective.
The emic approach does not, however, eliminate the researcher’s bias. 
Stainback and Stainback (1988) state that "qualitative researchers seldom claim 
that their reports are totally unbiased" (p. 83). This is part of the post-modern 
belief that no inquiry can be value free (Code, 1991; Foucault, 1973; Giroux,
1991; Kuhn, 1962; Lincoln & Guba, 1985; Lyotard, 1984). Referring to natural 
scientific inquiry, Code (1991) asks us "To recognize it as a sociopolitical-historical 
practice in which knowing who the scientist is can reveal important 
epistemological dimensions of her or his inquiry" (p. 164). In other words, we 
need to question not only the inquiry, but also the person and reasons behind the 
inquiry. This is why qualitative researchers "try to let the reader know, to the best 
of their knowledge, what their perspectives and biases were and how they 
collected and analyzed their data, to allow the reader to judge . . . the potential 
usefulness of the findings" (Stainback & Stainback, 1988, p. 84).
So much of what we choose to study depends upon who we are and what 
our conceptual framework is. In addition, not only must we realize our own
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biases in our choice of study, but we must also be aware of how they can 
influence it. Eisner (1991) writes:
The questions we ask, the categories we employ, the theories we 
use, guide our inquiry; indeed, what we have come to know about 
the world is influenced by the tools we have available . . . The 
implication of these ideas is that the decision to study and describe 
the educational world influences what we study, (p. 23)
My approach to this study derives from a confluence of three sources: 
education, anthropology, and feminism. From education, I bring my concern for 
the need to develop methods for teaching a diverse student population. From 
anthropology, I borrow the methods used to get an emic perspective and also 
derive the knowledge that our schools are the sites where much of the acquisition 
and transmission of culture take place. From feminism, I bring its emphasis on 
experiential and connected learning, its focus on multiple realities, its commitment 
to transform hegemonic structures, and its ability to "democratize knowledge and 
theory" and connect it "to an emancipatory and transformative vision of society" 
(Roman, 1992, p. 557).
Parameters
This study is qualitative in nature. It is field-focused, non-manipulative, 
descriptive, process-oriented, uses the self as an instrument, has an artistic 
approach to research, and has an inductive analysis of the data. Although it uses 
the tools of the anthropologist, it in no way can be considered an ethnography,
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which is a lengthy study of a culture that usually involves a minimum of three 
years of field work.
The use of the first person is considered acceptable and even preferable to 
some scholars. It represents an attempt at self-disclosure and honesty (Eisner, 
1991). It is, therefore, used in this study with no further comment.
Discussion, theory, and analysis must be considered within the parameters 
of this particular site in this particular study. There is no claim that it can be 
generalized to any other site. Readers must judge for themselves the usefulness 
of this study.
As long as I write, this continues to be a work in progress. The study did 
not end with the field work. It continues as long as the report is being written. 
Consequently, most of this report is delivered in the present tense which can often 
give the sense of process which is so much a part of the reflexive and 
intersubjective complexity of a qualitative study.
My reflexivity on bias in no way impugns my integrity as a researcher. I do 
this research for the purpose of discovery, not for manipulation and control. 
Personal ethics preclude any deliberate distortion of the data in this study.
The terms inquiry and research are used interchangeably in the literature.
I refer to this study as qualitative research, while I may quote others who use 
either inquiry or research or both.
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At this university, the term Women Studies is used rather than Women’s 
Studies. The former term will be used in reference to this study. Direct quotes 
may contain the latter.
Qualitative research is an umbrella term (Marshall & Rossman, 1989). 
There are many different kinds of qualitative research. Among them are 
phenomenology, ethnography, critical feminist, post structural, symbolic 
interaction, and naturalist (Chandler, 1992). I may sometimes interchange 
naturalist inquiry with qualitative research.
Organization of Study
Since researchers go into the qualitative study to discover what is 
happening, they do not ask pre-fabricated research questions or propose to test 
theories at the beginning of their study. Therefore, the organization of a 
qualitative research report can differ from a study based on the deductive 
approach found in most traditional research reports. Rather than trying to fit a 
structure for which it was not made, the qualitative report follows the natural 
progress of the study. Consequently, the organization of this report has a 
different configuration from what is considered traditional for quantitative reports.
For example, Chapter I gives the purpose and rationale of the study, but 
does not pose the research questions or emergent themes at this point, because 
they emerge later in the course of the research. Chapter II gives a thorough 
presentation of qualitative research. Methods and procedures are discussed as 
well as reflexive commentary on biases. Chapter III gives the results.
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Presentation of the data in this study include verbatim accounts, description of 
classroom observation, and references to course material. Chapter IV provides 
the discussion with reference to literature. Discussion of literature is not 
presented sooner, because a prior knowledge of closely related research may 
unduly influence the study. Consequently, the literature search is postponed until 
the data are collected. At this point, it is also appropriate to discuss emerging 
theory and its relationship to the developing patterns and themes with regard to 
the pertinent literature. In addition, the questions that arise are posited for 
consideration and review. Chapter V gives the summary; it is written so that a 
reader may know and understand what has occurred in the study without having 
to read the previous chapters.
As this chapter comes to an end, I find that I must stress the fact that 
much of this study was guided by authorities in the field of qualitative research. 
However, it must also be remembered that there is not as yet one best practice, 
no standardization, no immutable dogma concerning this form of inquiry. Eisner 
and Peshkin (1990) find a great value and freedom in the many threads of 
qualitative inquiry. They conclude:
What would be unfortunate is a premature codification of "the right 
way" to do qualitative work . . . the way we do educational research 
ought not be restricted to a few traditional, institutionalized 
procedures and, moreover, that a willingness to explore the 
possibilities of forms of inquiry that typically do not appear in the
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conduct of educational research is precisely what creative
scholarship requires, (p. 366)
Perhaps this willingness to explore the possibilities may reframe our reflections on 
the nature of creative scholarship. If this comes to pass, we may find ourselves on 
the very brink of a bright new day for education.
Definition of Terms
To assist the reader in understanding text in the remaining chapters, the 
following terms are defined:
Counter-hegemonic information is that which is "designed to create and 
sustain opposition to the present maldistribution of power and resources" (Lather, 
1988, p. 569).
Ernie perspective is the native’s point of view.
Epistemology is the theory of knowledge.
Feminism is that which "incorporates both a doctrine of equal rights for 
women and an ideology of social transformation aiming to create a world for 
women beyond simple social equality" (Humm, 1992, p. 406).
Qualitative research is that "which entails immersion in the everyday life of 
the setting chosen for study, that values participant’s perspectives on their worlds 
and seeks to discover those perspectives, that views inquiry as an interactive 
process between the researcher and the participants, and that is primarily 
descriptive and relies on people’s words as the primary data" (Marshall &
Rossman, 1989, p. 11).
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Voice is both a literal and a metaphoric term for a person’s point of view, 
often used to depict intellectual, ethical, or moral development (Belenky, Clinchy, 
Goldberger, & Tarule (1986). Its importance rests upon issues of women’s silence 
in a dominant world not of their own making or of their own definition.
According to Gilligan (1984), people come to know their own subjectivities by 
entering into relationships of speaking, listening, and being heard.
Women Studies is the "formal area of teaching and research" (Chamberlain 
& Bernstein, 1992, p. 556) and the educational arm of the feminist movement 
(Tobias, 1978). It is also defined as "an educational strategy for change"
(Westcott, 1992, p. 396) which exists to "challenge the status quo of centuries of 
male hegemony" (Nemiroff, 1989, p. 4).
CHAPTER II
METHODOLOGY
. . .  all knowledge, necessarily, results from the conditions o f  its 
production . . .
Stanley and Wise (1990, p. 39)
. . . methodology is the theory o f  knowledge and the interpretive 
framework that guides a particular research project.
Patti Lather (1992, p. 87)
This chapter discusses the fundamentals of qualitative research, offers a 
rationale for its use, provides the background for the choice of methodology, and 
lists the procedures followed. By presenting this comprehensive view, I hope to 
provide a clearer picture of what qualitative research is, why it is used, what to 
expect from it, and how it is used in my study.
Fundamentals of Qualitative Research 
This section on the fundamentals of qualitative research discusses its 
theoretical foundations and its most common features. Although this may sound 
like a simple task, it is somewhat problematic. Qualitative research is used as a
14
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generic term for any one of the many individual methods there are to choose 
from (e.g., phenomenology, ethnograthy, poststructural, critical feminist, symbolic 
interaction, naturalistic) (Chandler, 1992). It must be understood that 
standardization of these various methods range from some to none. This being 
the case, I prefer to explore qualitative research as a tapestry in which all of the 
threads present a strong alternative to what we traditionally find in educational 
research.
Also, at the outset, I must explain that qualitative research works from a 
different paradigm than quantitative research (Lincoln & Guba, 1985). For the 
most part, I will concentrate on what qualitative research is, rather than what it is 
not. I agree with Peshkin (1993) that the time has come for "respecting--not 
defending--the integrity of the qualitative paradigm" (p. 23). I can understand the 
temptation on the part of its critics to want it discussed in terms of how it 
compares to quantitative research. However, it must be remembered that the two 
are very different, and to ask why one is not like the other, is about like asking 
why a canary’s song does not sound like the bray of a mule. It is simply not in the 
nature of the beast.
Theoretical Foundations
The theoretical perspectives which touch my inquiry most are 
phenomenological, hermeneutical, and transformational. These perspectives are 
like strands undulating in a kind of brownion movement in my mind. They shift
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in subtle motion with the reflexivity inherent in them. I have in no way accepted 
them as rigid dogma.
The Phenomenological Perspective. According to Bogdan and Biklen 
(1992), "most qualitative researchers reflect some sort of phenomenological 
perspective" (p. 33). It can be traced to Max Weber’s concept of "Verstehen’, the 
interpretive understanding of human interaction" (p. 34). Researchers who work 
from this perspective "attempt to understand the meaning of events and 
interactions to ordinary people in particular situations" (p. 34).
The underlying assumption of this approach is that "multiple ways of 
interpreting experiences are available to each of us through interacting with 
others, and it is the meaning of our experiences that constitutes reality" (p. 34). 
Hence, reality is understood as a social construct. This is exemplified by the fact 
that witnesses of a crime do not afterward exactly tell the same story.
Educational anthropologists work from a phenomenological perspective. J. 
Smith (1992) says educational anthropologists ask questions like "What’s going on 
here?" and "What does it mean?" (p. 191). He goes on to explain that the actions 
of people and the results of what they do can only be accounted for by 
understanding "the meaning those actions held for them" (p. 191). He maintains: 
"Culture . . .  is the construct we use to explicate these meanings" (p. 191).
Hermeneutic Perspective. According to Dudley (1992), "Hermeneutics is 
an art of interpretation that is aimed toward a deeper comprehension of a 
phenomenon by recognizing that understanding is a historical process" (p. 331).
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Its focus is to probe into the "hidden meaning behind the apparent meaning" and 
traverse the "spiral path to understanding increasingly moving to deeper levels of 
meaning" (p. 331). It is a perspective which allows us to challenge the accepted 
variations of knowledge.
According to Christ (1987b), hermeneutical theory challenges the "ethos of 
objectivity" found in traditional research, and points out, "that there is no thought 
which can be divorced from the body and history of the thinker" (p. 67). She 
explains that "even when we attempt to be objective, our own perspectives enter 
into the way we phrase the questions . . . and into the choice of data . . .  we 
observe" (p. 57).
Transformational Perspective. The transformational perspective informs 
various post-modern feminist approaches. Roman (1992) says research "can be 
used either to transform or to reproduce existing social inequalities and divisions" 
(p. 557). She sees her method of research, feminist materialist ethnography, as a 
way research can "democratize knowledge and theory" and connect "to an 
emancipatory and transformative vision of society" (p. 557).
The foundation of feminist research, according to hooks (1989) is, "working 
collectively to confront difference, to expand our awareness of sex, race, and class 
as interlocking systems of domination" (p. 25). Post-modern feminist researchers 
acknowledge their work as praxis and claim neutrality is neither desirable nor 
attainable. Christ (1987b) says of feminist scholarship: "We know that our
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scholarship is passionate, is interested, is aimed at transforming the world we have 
inherited" (p. 55).
Features of Qualitative Study
In an exploration of what makes a study qualitative, Eisner (1991) names 
six features which contribute "in different ways to the overall character of 
qualitative study" (p. 32). Bogdan and Biklen (1992) name five. Chandler (1992) 
refrains from enumerating common features, preferring to speak of the multiple 
threads that contribute to the tapestry of qualitative issues. My intention is to 
provide some of the more common threads of that tapestry, knowing that 
qualitative research is not bound or limited by them.
With that in mind, I offer the following commonalities for review. 
Qualitative inquiry usually has: (a) a field focus, (b) an expansionist stance,
(c) the use of the self as instrument, (d) a descriptive character, (e) an 
interpretive character, (f) an emphasis on process, (g) an artistic approach to 
research, (h) and an inductive analysis of data. In addition, the criteria for 
judging the soundness of a qualitative study are credibility, transferability, and 
dependability.
Field Focused. Qualitative researchers tend to go "on location," and use 
"the natural setting as the direct source of data" (Bogdan & Biklen, 1992, p. 29). 
Anthropologists refer to this as fieldwork. Going directly to the field in education 
entails going out to schools; observing students, teachers, administrators; being in 
the classroom, the playground, the teacher’s lounge, the principal’s office, the
19
cafeteria, anywhere that pertains to the educational world, even the homes and 
communities of the stakeholders.
Eisner (1991) says, "As a part of field focus, the qualitative study is usually 
nonmanipulative, that is, it tends to study situations and objects intact . . .  it is 
naturalistic" (p. 33). In other words, it uses nonmanipulative observation, 
description, and interview as a way of ascertaining what anthropologists call the 
emic, or insider’s perspective.
One way to do this is through ethnography. Spindler and Spindler (1987b) 
emphasize the necessity of ethnography in understanding "what goes on in 
education" (p. 154). Stacy (1988) says "ethnography emphasizes the experiencial" 
(p. 22). She says it is particularly suited to feminist research because, like 
feminism, "its approach to knowledge is contextual and interpersonal, attentive . . . 
therefore, to the concrete realm of everyday reality and human agency" (p. 22).
Expansionist Stance. Qualitative researchers "view education as a complex 
human undertaking" (Worthen & Sanders, 1987, p. 141). Guba (1978) says they 
take an "expansionist stance" seeking a holistic view as a way to describe and 
understand that complexity. In their exploration of the human experience, 
researchers, acting as learners and discoverers, must be open to perceive, 
sensually and intellectually, the scope as well as the focus, the subtle as well as 
the obvious, and the silence as well as the scream.
The Self as Instrument. The linguistic concept of self as instrument is a bit 
misleading. The word instrument has many connotations, many of which are
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associations with positivist methodology. The reader should bear in mind that use 
of this word is used metaphorically and should not be connected with meanings 
connoting precision or calibration.
Eisner (1991) says:
The self is the instrument that engages the situation and makes 
sense of it. This is done most often without the aid of an 
observation schedule; it is not a matter of checking behaviors, but 
rather of perceiving their presence and interpreting their 
significance, (p. 34)
Eisner (1991), paraphrasing Peshkin, explains the concept as "the positive 
exploitation of our own subjectivity" (p. 34). By that he means that people come 
to a study with their own unique history. What they see, how they respond, how 
they interpret will be imprinted with their own personal seal. Eisner says this "is 
not a liability, but a way of providing individual insight into a situation" (p. 34); 
and a way "to say what needs saying as the investigator sees it" (Eisner, 1981, 
p. 8). Smith (1992) sees it as researchers acknowledging "their own instincts, 
intuitions, and curiosities and allowing] them to guide their interpretations"
(p. 105).
Descriptive Character. When collecting data, qualitative researchers pay 
close attention to detail and take notice of and describe things like a person’s 
gestures, dress, tone of voice, even the color of a room, or the temperature 
outside. Data in qualitative research can include photos, video and audio tapes,
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field notes, personal documents, records, letters, diaries, and interview transcripts. 
Once collected, researchers then "try to analyze the data with all of their richness 
as closely as possible to the form in which they were recorded or transcribed" 
(Bogdan & Biklen, 1992, p. 30). As a result, qualitative studies often contain 
verbatim interviews and rich narrative descriptions.
Peshkin (1993) says good description is one of the things that contributes to 
the goodness of qualitative research. He contends further, that it is the very 
foundation for all research. Before theories are applied and school reforms are 
prescribed, we need to know what schools are doing, how they are doing it, and 
what effect it is having on its stakeholders.
Interpretive Character. Qualitative inquiry not only seeks to describe, but 
also to interpret the meaning of what has been described. Sometimes the 
description and the interpretation go together so well that it is difficult to separate 
the two. The very intention of Geertz’s (1973) "thick description" is to provide 
meaning. Eisner (1991) says when researchers seek thick description, "they aim 
beneath manifest behavior to the meaning events have for those who experience 
them" (p. 35).
Another way to interpret pertains to the ability to explain why something 
is taking place. Researchers question, deliberate, and reflect upon what they have 
observed, perceived, and described in order to "account for what they have given 
an account of' (Eisner, 1991, p. 35).
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Emphasis on Process. Qualitative research is concerned with process. 
Questions of how certain policies, expectations, or attitudes affect change are well 
suited to qualitative inquiry. Recording process entails attention to particulars, 
sensitivity to the "aesthetic features of the case," and "the ability to render those 
distinctive features through text" (Eisner, 1991, p. 38). It is the day-to-day process 
of interaction that researchers observe, describe, and interpret, and in so doing, 
discover those rarely revealed moments of meaning. By analogy, the recording 
process might be compared to that of a camera fixed on the process of how a bud 
develops into a bloom.
Artistic Approach to Research. Eisner (1981) considers the qualitative 
approach an artistic approach to research. The ability of the writer to recreate 
the scene is, in essence, an artistic approach. The form (or text) has the power to 
inform. Collins (1992) agrees, and adds that just as the musician and the 
instrument together produce a creation of beauty and form, so too the research 
and the researcher join to "create an art form" (p. 185).
Expressive Language and Voice. Expressive language and the presence of 
voice is an important feature in qualitative work because it furthers einfuhlung, 
empathy, human understanding (Eisner, 1991). Qualitative reports offer the 
reader a share in the experience of being there, of feeling the emotions, and the 
totality of the experience. This is the power of qualitative inquiry—to connect the 
researcher, research, and reader, together in a firsthand experience of human 
understanding.
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Inductive Analysis of Data. One feature of qualitative research is an 
inductive analysis of the data (Bogdan & Biklen, 1992). One comes into the 
research site as a discoverer and as a learner. Hypotheses evolve as the study 
progresses. Eventually a theory emerges "from the bottom up (rather than from 
the top down), from disparate pieces of collected evidence that are 
interconnected" (p. 32). This is known as grounded theory (Glaser & Strauss, 
1967).
Developed as a methodology by Barney Glaser and Anselm Strauss, 
grounded theory is defined as "a qualitative research method that uses a 
systematic set of procedures to develop an inductively derived grounded theory 
about a phenomenon" (Strauss & Corbin, 1990, p. 24). Bogdan and Biklen 
provide a visual analogy: "You are not putting together a puzzle whose picture 
you already know. You are constructing a picture that takes shape as you collect 
and examine the parts" (p. 32).
Criteria for Judging Soundness. Marshall and Rossman (1989) discuss 
credibility, transferability, and dependability as the constructs for evaluating the 
worth of a qualitative study. Questions about these constructs should be asked by 
the researcher and ultimately by the reader. To be credible, a study should yield 
an in-depth description and exploration of the complexities of the area of inquiry. 
It should embed its description of the setting, social groups, patterns, and 
processes of interaction with rich data.
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The construct of transferability is largely the domain of the reader.
Because the researchers have set the parameters of their research, readers can 
judge for themselves if the new research will transfer into other settings.
Marshall and Rossman (1989) add that triangulation, "the act of bringing more 
than one source of data to bear on a single point" (p. 146), can enhance the 
transferability of a study.
Dependability is demonstrated by the researcher’s "attempts to account for 
changing condition in the phenomenon chosen for study, as well as changes in the 
design created by increasingly refined understanding of the setting" (Marshall & 
Rossman, 1989, pp. 146-147). Eisner (1991) reminds us that "social situations are in 
a state of flux" (p. 39); they are valuable and we can learn a great deal from them. 
The qualitative stance of learning lessons from a changing, nonreplicable world is 
distilled in these few words by Phillip Cusick (1973): "One should not have to 
duplicate the Battle of Saratoga to understand the lessons therein" (p. 231).
Eisner (1991) says, "Qualitative research becomes believable because of its 
coherence, insight, and instrumental utility" (p. 39). It is "ultimately a matter of 
persuasion, of seeing things in a way that satisfies, or is useful for the purposes we 
embrace" (p. 39).
Rationale
The choice of qualitative inquiry as a methodology centers upon the 
purpose and rationale for this study, which is discussed in Chapter I. In short, I 
went into the study hoping to describe the teaching and learning experience in an
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introductory Women Studies course. The rationale for choosing the course was to 
explore how people acquire and transmit counter-hedgemonic information and to 
describe their perspective regarding the dynamics of change. I went, not to 
predict and control, but as a learner, and a discoverer of things not clear enough 
on which to form hypotheses.
In The Flame Trees of Thika. Huxley (1982) captures the non-intrusive 
spirit of naturalistic inquiry (Worthen & Sanders, 1988):
The best way to find things out is not to ask questions at all. If you 
fire off a question, it is like firing off a gun-bang it goes, and 
everything takes flight and runs for shelter. But, if you sit still and 
pretend not to be looking, all the little facts will come and peck 
around your feet, situations will venture forth from thickets, and 
intentions will creep out and sun themselves on a stone; and if you 
are very patient, you will see and understand a great deal more than 
a man with a gun does, (as cited in Worthen & Sanders, 1988, 
p. 138)
Research gathered from this perspective represents a change from one way 
of thinking to another. Lincoln and Guba (1985) see this change as a shift from a 
positivist paradigm to a naturalist paradigm. Naturalistic axioms are very different 
from positivists’ ones. In the naturalist paradigm, for example, the researchers 
understand that there are multiple, constructed, and holistic views of reality; that 
there is an interactive process between the knower and the known; that
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generalizations are possible only within a particular time and context; that inquiry 
is always value bound in some way; and that "all entities are in a state of mutual 
simultaneous shaping, so that it is impossible to distinguish causes from effects" 
(Lincoln and Guba, 1985, p. 37). This type of inquiry, I believe, can further 
human understanding in ways that, heretofore, have been largely unexplored by 
educational researchers.
From its inception, educational research has had as its base, behavioral 
educational psychology (Lather, 1992; D. Smith, 1992). Gradually, alternative 
methods of educational inquiry are being considered as researchers come to 
appreciate the importance of human understanding. They are beginning to realize 
that the prediction and control of the behavior of humans leaves much 
unanswered in their attempts to know and understand human beings.
And so, for this study, I turn to the research traditions of anthropology and 
critical feminism because "their focus is the overriding importance of meaning 
making and context in human experiences" (Lather, 1992, p. 91). In my study of 
the dynamics of change, from the perspective of the participants in a Women 
Studies course, naturalistic, qualitative inquiry provides the strategies best suited 
to discover, explore, describe, and interpret this particular human experience.
Background for Choice of Methodology 
Conceptual Framework
According to Eisner (1991), we write in order to "re-present the world" (p. 
27). How we are able to do that depends upon our conceptual framework.
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Eisner says, "The conceptual framework we employ directs our attention in 
particular ways and, therefore, what we experience is shaped by that framework" 
(P- 28).
The idea of proposing a qualitative research study for my dissertation 
emerged from three different areas of scholarship: education, anthropology, and 
feminism. Bits and pieces from each area grew into an ever-evolving blended 
schema that now guides my inquiry. Although these areas are meaningfully 
connected in my mind, I hardly expect them to be so in any one elses. That being 
the case, I will provide an account of my schema in order to both realize and 
reveal my conceptual framework in accordance with the principles of qualitative 
research.
Education
As an educator, I am deeply concerned about the state of teaching and 
learning in the United States. In seeking positive reforms, I turn to the current 
research and find that much of it is based on quantitative methods. This is 
somewhat troubling for me. It is as if something is missing, or incomplete. It is 
somewhat like reading a book with every other page missing, or worse, a book 
that promises illumination but delivers only obscuration.
While I understand that much can be learned from this form of inquiry, I 
also know that it is not enough. We need to learn more about issues that are not 
informed by quantitative measures. I believe the area of educational research 
needs to expand its focus. I agree with Pearson, Shavlik, and Touchton (1989)
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who state, "Excellence in education requires educators to remain forever in the 
learning mode in order to be receptive to new information, to help evolve new 
paradigms incorporating new knowledge, and to continue to understand the 
learner" (p. 1).
Anthropology
The union of education and anthropology has given researchers the 
opportunity to explore the American culture within the educational system 
(Spindler & Spindler, 1987b, p. 152). The method of inquiry and data gathering is 
precisely the same one that is used for studying any native culture. Fieldwork 
consists primarily of participant observation and interviews. The researcher tries 
to learn the emic, or insider’s, perspective, and thereby find out what it is like to 
be a member or participant in that culture.
Using this approach, teaching and learning is seen as the transmission and 
the acquisition of culture. Educational anthropologists, Louise and George 
Spindler (1987b), "see education as cultural transmission" and study "the learning 
that takes place as a result of calculated intervention" in the schools (p. 153).
They try to discover "how culture in its varieties in time and place is acquired and 
reshaped by each new generation" (1987a, p. 67).
Educational anthropologists study both the structured and unstructured 
aspects of the educational process. According to Warren (1987):
Goals, curricula, established procedures, hierarchy of authority, 
formal relationships with community organizations, and other
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traditional components of the educational process can be identified 
and described. The result is an assessment of the school as an 
academically oriented social organization charged with transmitting 
and mediating the more formal aspects of the culture, (p. 120)
In addition, educational anthropologists study the informal, less structured 
aspects of life at school. Warren (1987) explains:
Nuances in disciplinary techniques, teaching styles, faculty and 
faculty-student interpersonal relationships incorporate and reflect 
cultural values, norms, and sanctions. They operate often at a less 
formal, overt level, transmitting aspects of the culture not always 
clearly defined or articulated but, nevertheless, significantly 
functional to the life of the school and immediately relevant to 
assessing the stabilizing and mediating functions the school may 
perform, (p. 120)
As a researcher, I believe the questions and issues raised by 
anthropological approaches, and the methodologies used to explore them, will 
eventually serve to help widen the circle and include those multicultural aspects of 
our society that truly make up our American culture. This concept guides my 
inquiry and is fundamental to my philosophy of education. It is now a part of the 
schema that counsels my present study.
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Feminism
Although feminist inquiry defies standardization, particularly when it 
chooses a qualitative methodology, there is an overarching theme which 
distinguishes it (Weiler, 1988). Common to all feminist research is its starting 
point. It begins with the understanding that women live in an androcentrically- 
defined society and intellectual tradition. Christ (1987b) calls this "the 
androcentric veil" (p. 54).
Feminist scholars are not content with just a statement of the problem, or 
with the realization of this imbalance. This is just the starting point, the base on 
which to begin. Feminist scholarship asks us to break with exclusive paradigms 
and "expand our notion of what scholarship is" (Christ, 1987a, p. xiv).
Feminist scholarship is not value free (Weiler, 1988). It means to 
transform the way knowledge is constructed, and to become an agent for change 
(Choldin, 1991). It is a revolutionary discipline (Nielsen, 1990). Minnich (1989) 
states that all research that has not taken into account gender, class, and ethnicity 
"in their intricate intertwinings must then be seen as partial and therefore 
fallacious insofar as it claims generality (let alone universality)" (p. 281). What 
feminist scholarship does is challenge "us to redefine and reconceptualize existing 
structures of knowledge and in doing this, offers us a chance to reclaim the other 
half of our heritage" (Choldin, 1991, p. 3).
This reconceptualization and reclamation of knowledge is central to 
educational issues. And, for the purpose of my study, the way to mine this new
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knowledge is through research techniques that incorporate feminist, 
anthropological, and educational maxims.
Procedures
This point marks the beginning of my fieldwork. I choose to relate it as a 
narrative in the present tense in order to recreate the sense of process and 
discovery.
Choosing the Setting
The evening of February 4th finds me looking through a copy of the spring 
schedule of classes offered at the university where I am attending graduate school. 
I am about to start a journey. A journey made up, not of time or distance, but of 
process and enlightenment. As a relative neophyte to the field of qualitative 
research, I read about thick description, multiple and holistic realities, the fluidity 
of subjectivity and objectivity, the mutual simultaneous shaping of entities. And I 
realize, almost at once, the personal appeal of naturalistic inquiry. It is, I think, 
so reasonable, so honest, so right. It defers to humans. It listens to, looks at and 
values the individual and collective human experience. It is the type of research 
that can recognize, reveal, and amplify a kind of voice that typically is not heard 
by quantitative measures.
I want to conduct a qualitative research study in an educational setting.
The choice is my own, and so I deliberate on what type of setting would offer rich 
material for observation. I think of observing women in a math class, or students
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in a gross anatomy class, but after considering the realities of either, I decide to 
choose a setting that I actually want to be in for the next three months.
I do not have to think any further. I want to observe a Women Studies 
course. To my satisfaction, I find an introductory course that fits into my 
schedule.
In accordance with the principles of qualitative research, I must come to 
the study with a knowledge of my own motives, and so I think of the reasons why 
I want to observe a Women Studies course. Reflection and realization happen in 
a split second. You see, I have a whole schema associated with the study of 
women. No other field interests me quite as much. No other subject, in fact, is 
as important to me. But what really tells the whole story is that instantaneous 
mental flash of a moment that occurred four years ago. It is cognitive, visual and 
kinetic. I think, see, and feel simultaneously the precise moment of my release 
from an androcentric paradigm that I had internalized and honored for 40 years.
I realize, as I experience once again that exquisite moment of release, that 
it was actually the result of a twelve-month process. It started with the study of 
sexism in a Human Relations course. It proceeded with my interest in feminist 
criticism and women’s scholarship and was further enhanced by my job with the 
Women’s Studies department as research associate to develop the initial stages of 
a campuswide project incorporating women’s perspectives into the curriculum.
The process culminated with a review of Jane Austen’s literary critics and the 
sexist bias I found therein. Although, the professor considered the paper
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praiseworthy and gave it an A, it was peppered with question marks. The sexism 
that was so clear to me, was neither noticed nor understood by my professor. 
Trying to make sense of his questions and comments, it hit me: He didn’t get it. 
When it finally occurred to me that what I was saying had value, even though he 
might not concur, I had the physical sensation of being released, liberated, 
unbound from a ponderous weight.
From then on, I knew I would value my own voice--that I need not defer to 
someone who was "better" or more "important" than I. No longer would I 
acquiesce to a "superior" power and in the process submerge myself. No longer 
would my reality be defined and dominated so totally by the androcentric 
perspective.
That is the "why" of my selection. Those who read my study of the 
dynamics of process and change in a Women Studies course should know that I 
am a feminist. My intent is to accurately reflect the participants’ views. I am 
aware of the danger of coloring them with my own perspectives. While I have no 
intention of violating their voices, I also realize that to pretend we do not act 
from our personal belief systems, at some level, is to give ourselves credit for 
possessing omniscience.
Negotiating Entry
I call, Lilith Powers, the instructor of the course, and ask her permission to 
observe her class entitled Introduction to the Study of Women. She readily 
agrees, and arrangements are made. I will attend her morning class twice a week.
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The contract we sign says that I will observe and interview participants in the class 
and that their anonymity will be protected by the use of pseudonyms (see 
Appendix).
Description of the Setting
Lilith’s morning class is held in Dryden Hall, a dull red building that is 
sturdy and fortress-like. It is in a state of disrepair. It’s not that it is terribly 
dilapidated, but it does have that forgotten and uncared for look. I wonder at the 
significance of a Women’s Studies course being taught in such a building. Are 
certain departments given more "cared for" buildings?
The classroom itself shows no sign of updating. Except for the fluorescent 
ceiling lights and occasional coats of paint, I surmise that it has remained the 
same since its construction over a hundred years ago.
Long tables are arranged around the perimeter of the room. The 
instructor’s desk is at the front of the room. Blackboards at the front of the room 
start at the door and end at the adjacent wall.
The students, predominately Euro-American undergraduate women of 
typical age are quiet and wear serious expressions. They write in their notebooks 
often. If Lilith asks a question, someone will answer. These responses are usually 
short and to the point. On the whole, I find the students attentive, but also 
subdued.
Lilith and I talk after class. I comment on how subdued the students seem 
to be and wonder if the time of day has anything to do with it. She tells me of
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some differences between her morning class and her afternoon class. Lilith finds 
the afternoon class more responsive and more interactive than the morning class. 
She tells me of some lively discussions and heated debates that have occurred 
between her students in the afternoon class. I respond to this level of class 
participation and make up my mind to attend her afternoon class instead of the 
morning class even though it means leaving early to attend my own in Dewey 
Hall.
The afternoon section of the class meets in Lincoln Hall. While it is not 
one of the newer buildings on campus, it does have the appearance of being clean 
and well cared for.
The afternoon class is held in the auditorium: on the third floor. There are 
three sets of windows on one wall. The carpet is a deep burgundy. The seats, 
soft and comfortable, are upholstered in a bright red fabric. The backs are made 
of hard black plastic. Each seat has a movable arm for writing.
The auditorium has a gradual incline so that each row is slightly higher 
than the one in front. There are two TV monitors mounted to the ceiling by the 
front wall. Each appears to be about the size of a 24-inch screen.
There is a grey steel table in the front of the room and a desk top lectern 
next to it. It is yellow with a brown top. The front wall has a film screen and a 
blackboard that fills the horizontal width.
There is a mix of students in the room. The students’ majors are diverse 
and range from aviation to zoology. There are two Native American women in
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class; the rest appear to be Euro-American, however, I can only assume this since 
I do not ask them to reveal their ethnicity. The class is predominantly female. 
There is only one male in the class. The age of the class is its greatest diversity. 
Students range in age from 19 to 50 years old.
Methods
Participant Observation. I do participant research in this study. I observe 
an undergraduate course called Introduction to the Study of Women, and am 
there to find out what it is like to be in the class. 1 do not reveal my identity 
because I do not wish to cause an observer effect. I remain as unobtrusive as 
possible attending most classes in the next three months. I take notes in a special 
notebook for that purpose. At home I re-read and sometimes type them, then 
reflect upon the events of that day, taking care to let the data guide that 
reflective process.
A problem, specific to the setting, arises. Although the auditorium is quite 
adequate for listening to all the participants, it is not conducive to visually 
observing all the participants equally. Sitting at the front of the class makes it 
difficult to see people behind me, so I settle for the back of the auditorium, 
because I can observe without being intrusive. I do see gesture and movement, 
however, I have difficulty observing some of the students’ facial reactions.
Interviews. During the month of April, I make plans to interview some 
students and Lilith. At this point, after talking it over with Lilith, I introduce
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myself to the class, reveal my purpose, and arrange for voluntary interviews.
Those who wish, sign their names and telephone numbers on the sign-up sheet.
I interview the instructor twice and five students once. The students range 
in age from 33 to 50. Of the five students, there are four women and one man. 
All are Euro-American. Two are married, one is divorced, one is separated, and 
one has a steady partner. All are undergraduates. Four have children. All are 
working on majors, which are elementary education, public relations, social 
science, and nursing.
Lilith is a graduate teaching assistant who is working on her PhD in 
education. She has been involved in Women Studies courses for the past seven 
years and has taught them the last five. She is 53, is now single, and has several 
grown children.
The interviews are open ended. The tools are simple: a tape recorder and 
some questions upon which to frame the interview. Questions also result from 
participant responses. I put some of the following questions to the students:
1. If you had to do it all over again, would you take the course?
2. Do you think this class is different from other classes?
3. Would you recommend this class? To females? Males?
4. What made you decide to take the class?
5. How does this class compare with other classes?
6. Has it challenged any of your assumptions?
7. Were there some issues that were hard for you to deal with?
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8. Have you heard or learned about things in this class that you’ve not 
learned about in others?
9. Did you have any assumptions about this class prior to taking it?
10. Are you any different now than before you took this class?
11. There are different age groups in this class. Do you see them as having 
different perspectives?
12. Do you think this course helps people to become more assertive?
13. Do you ever talk about the issues you learned about in class with your 
spouse/partner/person you are dating?
14. Were there any issues you found difficult to accept or believe?
15. Some students rarely speak up in class. What’s your opinion?
16. What’s your major?
17. Would you tell your children about the things you learned in this class?
18. What did you think of your instructor?
19. Are you a feminist? (If yes) Were you a feminist before you took this 
course?
20. Is there anything else you’d like to tell me?
I ask Lilith slightly different questions.
1. Are there differences between age groups in your class?
2. What do students resist, or find difficulty in accepting?
3. Would the class be the same if there were more male students?
4. What about the quiet students?
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5. Do the journals square with what is said in class?
6. What is the relation between Women Studies and education?
The coffee shop at the Union becomes the place for the interviews. I find 
it neutral and non-threatening for the people I talk to. I ask and receive 
permission to use the tape recorder before each interview, assuring participants 
that no one else can listen to the tapes. The tape recorder is in clear view at all 
times. I learn important lessons about tape recorders and tape cassettes during 
this time. To my dismay, I learn that my battery-operated recorder is not 
dependable. I learn that tape recorders can, on occasion, chew up tape. And to 
my great relief, I also learn that it is possible to splice a broken tape with 
ordinary scotch tape.
Before each interview, I reveal my purpose, which is to learn the 
perspectives of participants in the class. I try to equalize the power dynamics that 
naturally occur between interviewer and interviewee by minimizing my own role 
and stressing the importance of theirs. I do this by repeating, in different ways, 
that I am there to learn from them. I try to anticipate any misgivings by 
reminding the participants of my promise to protect their anonymity, and offer to 
erase any part of the tape they choose. I tell them that pseudonyms will be used 
in the report. Also I am careful to avoid using names during the actual taping.
All the participants agree to the use of the tape recorder, which rests on 
the table and in plain sight. The greatest concern they have is not liking the 
sound of their own voice on tape. I respond that no one will hear the tapes but
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me. Each interview takes from 30 to 45 minutes and results in about six hours of 
audio data; transcribing takes three full days.
I realize after all of my interviews that I do not have a typical 
undergraduate interview in my data. I ask for volunteers again and get the names 
and numbers of four young women. However, academic demands at the end of 
the semester leave no more time for interviews.
Participants
This class is made up of many different kinds of students. While there are 
many young undergraduates, there are also people in their 30s, 40s, and 50s taking 
the course. Moreover, the students vary in terms of their life stages. Some are 
married, divorced, or in a partnership. Some are at the end of their 
undergraduate studies, others at the beginning. There are young sorority women, 
full-time traditional students living in dorms, and single parents. One young 
mother once brought her four-year-old daughter to class with her because she 
didn’t have a sitter for that day.
There is also a great diversity in the students’ majors. The students come 
from many different areas of the campus and from many different disciplines.
They tend to stay to themselves. For the most part, the students usually do not sit 
right beside each other. There are many seats in the auditorium, and they spread 
out, each creating their own space by putting a coat on one side of them and a 
knapsack on the other.
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As time passes, I gradually learn most of the faces in the class. Once in a 
while, someone will show up who I do not recognize. Then there are regulars, 
students who show up for every class. Among these are Alice, Anne, Charlotte, 
Martin, and Rita.
Alice is 50. She is currently married but is separated from her husband.
In her youth she was an activist. She finds that the issues she demonstrated for in 
the ’60s, like equal rights and civil rights, are still unresolved. She usually sits in 
the same place down by the front, next to the wall. She occasionally speaks in 
class. She is majoring in social science and will graduate at the end of the 
semester.
Anne is 45. She is married and has two sons, 16 and 19. She travels 20 
miles one way to the university. She doesn’t sit in the same place every time but 
usually picks the same general area, close to the front of the class, usually either 
the first or second row. When I observe her, she is either taking notes or looking 
at the instructor. She is a very quiet presence in the class. It is easy for me not 
to notice her. I have not heard her say anything in large group discussions. She 
is majoring in social science and will graduate at the end of the semester.
Charlotte is 40. She is divorced and has a sixteen-year-old daughter. She 
is currently dealing with the abuse that she has endured in her life. She sits about 
five rows up from the front of the auditorium. Charlotte speaks up in class. She 
usually contributes something each time. She is studying nursing.
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Martin is 33, and the only man in the class. Martin is the father of a two- 
year-old son and lives with his partner, whom he describes as a strong feminist.
He sits in the first row, as do a number of others. The first row in this class is not 
the forbidden zone that it seems to be in other classes. He speaks occasionally.
He is an elementary education major.
Rita is 33. She is married. She takes copious notes and is interesting to 
observe because of her array of nonverbal gestures and facial expressions that 
indicate her intensity and interest in the class. For example, many times she will 
lean forward in her seat as if to get closer to the instructor, or she will often turn 
around to see who is speaking during the discussion. She seems astute and in 
tune with the class. Her expressions are in sync with the emotional import of 
what is under discussion. She sits in the second row on the aisle, right behind 
Martin. On the whole, Rita doesn’t say much in class. She is a public relations 
major.
Lilith is the instructor. She is 53. She is a graduate teaching assistant who 
is working on her PhD. She will graduate at the end of the semester. She says it 
took 1,000 miles, and seven years to get to where she’s at. She was a farm wife 
who lived with her husband and children; at age 46, she decided to go back to 
school. Her father asked her if she was going to take up typing. He was serious. 
She got her Master’s degree at a state university. She taught women studies at 
that institution as a graduate assistant as well as at this one. She is now looking 
for a tenured position teaching women studies.
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Coding
According to Glesne and Peshkin (1992), data analysis involves a thorough 
reflexive involvement with the data. They write:
Data analysis involves organizing what you have seen, heard, and 
read so that you can make sense of what you have learned.
Working with the data, you create explanations, pose hypotheses, 
develop theories and link your story to other stories. To do so, you 
must categorize, synthesize, search for patterns, and interpret the 
data you have collected, (p. 127)
I spend much time reading my notes and making comments. I listen to my 
tapes many times over. My codes start forming during this process. I have 29 
initial codes to begin with. My codes get tighter as I transcribe the interviews. 
Although it is extremely painstaking, I do all the transcribing myself. I listen to a 
short passage on the tape, then transcribe verbatim as much as I can. Next, I 
rewind the tape and check the transcription for exactness against the taped 
passage. I do this over and over again for three full days, until I finally have a 
word-for-word transcription of all of the interviews. After doing this, I have a 
much deeper familiarity with the data. I write memos in the margins of the 
transcriptions. I have a notebook full of classroom observations and 47 pages of 
transcribed interviews. As I read and re-read this data, I notice similarities and 
begin to mark them as I see them. I now have 11 codes. I make pictographs for 
all eleven codes. My data is now categorized in this manner:
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pedagogy = a circle
class = facing Cs
age difference = backward Cs
awareness = an eye
anger = an arrow
voice = a trapezoid
power = a thunderbird
before & after = a square with a line down the middle 
goals for women = a W with a line on top 
Women’s Studies & education = a bell 
Women’s Studies & home = a house 
All data are coded in these pictographs. As I study these codes, three 
patterns emerge. They are: (a) Classroom Dynamics, which emerges from the 
first three codes; (b) The Process of Change, which emerges from the next five 
codes; and (c) Women Studies and Beyond, which emerges from the last three. 
These three major patterns and their corresponding codes comprise the 
configuration of the next chapter.
CHAPTER III
RESULTS
To discover something about the life-worlds o f  people, one must ask 
them about their experiences: one must enter their conceptual worlds 
to discover their constructions o f  meaning; one must enter an I-to-thou 
relationship.
Dudley (1992, p. 331)
The organization of this chapter follows the three emergent data 
categories: Classroom Dynamics, Process and Change, and Women Studies and 
Beyond. My purpose is not to interpret or discuss the data in this chapter, but, 
rather, to channel the data to the reader with minimal intrusiveness. The voices 
welling up from this particular class need first to be heard. It is my obligation to 
the participants to step back and let them speak for themselves. It is my hope 
that those voices will rise, unencumbered, from the pages of this chapter and 





In this section, the data comprising the pattern of Classroom Dynamics 
arise from three codes. They are pedagogy, the class, and age difference. Data 
given here are specific to the dynamics of teaching and learning, the complexities 
of interaction, and the intersubjective interpretation of the participants in this 
particular class.
Pedagogy
Organization and Structure of Course. Lilith, the course instructor, is very 
aware of the external organization of the course. After some reflection of my 
own observation of this class, it became apparent that she conducts the course as 
a process, leading the way on a winding path which is easy to follow at first, but 
becomes more difficult with each new turn. A look at her syllabus reveals that 
topics discussed in the first few weeks require less critical thought and emotional 
investment than those that come later. She speaks of how she takes her students 
through this process: "I do that on purpose. I start out rather innocuous, topic- 
wise, issue-wise, and then gradually go into the harder ones . . . because if we 
started the first day with racism, they’d all be gone."
Michelle: "So what are the kinds of innocuous things you start out with?"
Lilith: "History. Women in history. Just this whole idea of what is 
feminism. Defining feminism. The different types of feminism, and some of 
those basic information things . . ."
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When discussing history, Lilith traces the process she takes the students 
through by first creating a critical awareness of the exclusion of women in the 
canon of knowledge. She says this critical awareness is followed by anger.
The history issue always begins with creating the "wrong" in that 
people, the class, students are very concerned about where these 
women are. "Why haven’t we heard about them?" So I’m starting 
that process of analyzing, critically looking at, "Why didn’t we know 
this?" So we move into that place of, oh, you know, that idea of 
anger first, because they didn’t know it and heard it. There isn’t any 
reason, legitimate, logical reason, why they shouldn’t have had that 
information, other than they’re women. So, it’s just moving, starting 
at that point and moving them.
Michelle: "So you prepare them for what comes next?"
Lilith: "Right."
The more difficult topics come next. Lilith explains:
I think there are three weeks of topics that are very difficult for 
most students; the one on women’s sexuality, violence, and the one 
on spirituality and religion. Those three weeks of all of them seem 
to rattle all of the information they’ve got to this point. And so the 
first response is to just dig their feet and totally deny it. And that 
can be a time where I will lose students in the class. Rather than 
confront that in themselves they just put it aside and leave.
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She relates the story of a former student who was upset with the class. He 
told Lilith that what she was teaching was against the Bible. When she talked to 
him privately in her office and offered some other books he might read, he told 
her he was dropping the course because all he ever needed to know was in one 
book.
This young man, however, is an exception. Lilith goes on:
Most of the people hang in there and go through it with me. So 
that means they’ve got to deal with issues around whatever we’re 
talking about. But usually, by that time, and it’s set up that way, 
that when those weeks come up, it’s further down the semester, if 
you will, and the class is more bonded. They know more who I am.
This is a sixteen-week course. Class meets twice a week for one hour and 
20 minutes each session. The course covers 13 topics. They are (a) Introduction 
to Feminism, (b) Women and Work, (c) Stages in Women’s Lives, (d) Women of 
Color/Racism, (e) Women and Health, (f) Women’s Sexuality, (g) Women and 
Violence, (h) Women’s Spirituality, (i) Women’s Culture, and (j) Women and the 
Future. The last three weeks are scheduled as follows: Weeks 14 and 15 are 
group presentations; week 16 is review/evaluation and a celebration.
Lilith broadly structures each topic in the same manner, one topic per 
week, two sessions to a topic. The first day of a new topic, she starts with a 
question, then forms a matrix of the students’ answers on the board and proceeds 
with the lecture which includes class participation and discussion. On the second
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day, she usually shows a film on the topic or has a panel of guests speak to the 
class of their firsthand, personal experiences related to the topic. For example, 
the topic of week 10 was Women and Violence. Lilith first drew a large circle on 
the board. In the center, she drew a small circle. She then asked the students to 
name different kinds of power. Answers were physical, economic, emotional, 
sexual, psychological. She then drew a wedge from the inner circle to the outer 
circle for each answer given. When she was finished, she had created a pie chart 
of the students’ answers. She labeled the outer circle "power," the inner circle 
"control." At this time, she began to lecture starting with the major premise of 
the lesson: "All violence in women’s lives is a result of power and control." She 
then proceeded to give specific contextual information on the topic, all the while 
allowing students to question, comment, and discuss the topic at hand.
For the next session, Lilith arranged a panel presentation on the subject. 
The panel was comprised of two women, one African American and the other 
Euro-American; both women were presumably in their late 20s or early 30s and 
had experienced domestic violence. Each woman told her story, then accepted 
questions from the class.
Style and Methods. Lilith invites her students to speak in class. She 
frequently uses expressions like, 'Talk to me" and "Let’s talk about that."
Moreover, students do not have to agree with her. Lilith says, "You know, we 
don’t have to agree. I never said that, nor would I want that." It’s important to
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Lilith that students "are able to speak their voice and feel safe and feel 
comfortable and feel good about it."
All of the student participants attest to the ease with which they could 
speak in this class. This is somewhat troubling for Alice, who is not aware that 
Lilith uses this particular pedagogical method on purpose. Instead, Alice sees 
Lilith as someone who is highly knowledgeable and who really shouldn’t have to 
work so hard to get her point across. Alice says of Lilith:
She has all this knowledge, and she knows what’s going on and still 
she has to argue the point with people. That’s got to be a major 
frustration. I don’t know if she goes home and bangs her head 
against the wall or what.
Even though Alice isn’t aware of the method, she is aware that Lilith does 
get the students to think about what she is saying. Alice says of Lilith, "She’s 
interesting and fair. It’s just ‘Think about it a little. Look what’s going on out 
there.’"
Although Anne is graduating in May, she says she still is reluctant to speak 
up in every class but Lilith’s. The key to Anne’s willingness to speak is Lilith’s 
willingness to listen. Anne says, "I have a lot of trouble even yet speaking up in 
class, but I’m getting better. But I feel very comfortable speaking out there. I 
feel like she’s listening to us."
Charlotte also confirms this comfort level and says she told Lilith, "I don’t 
feel intimidated to come into your classroom."
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Martin says he feels comfortable speaking in class:
I’ve even said things in there that didn’t come out right. Sometimes 
I felt I didn’t explain and that someone must have taken that wrong.
But I felt comfortable enough to think, well, you took it wrong, 
maybe through conversation you’ll know what I meant. And that’s 
pretty rare.
Martin says he sometimes tries to second guess Lilith’s reaction. If a 
student comes out with something particularly obtuse, Martin thinks Lilith will get 
angry. And he is in awe that she does not. "I was amazed by Lilith as an 
instructor. She’s fair and tries to understand. She takes every point of view. I 
remember I tried to read her. I thought she was going to jump on this one." 
Martin was amazed that Lilith did not.
Rita articulates how this freedom to speak in class helped her connect her 
reading assignments with her own experience:
This class, Lilith’s class, was open for discussion. You were allowed 
to give your input. Back and forth sort of situation from your 
reading to your own experience. You could actually relate issues 
and you could say to yourself, "Oh, that’s what it means."
Michelle: "Did you feel free to express yourself?"
Rita: "I had no problem with that."
Even though she welcomes free speech, Lilith does not provide a forum for 
intolerance. She encourages her students to look beyond surface presumptions.
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Many times, this is accomplished with probing questions, which, in turn, help 
students explore complex issues with greater depth.
For example, one day a student brought up an item on the evening news 
about a Native American woman who was pregnant and who was arrested for 
being drunk and disorderly. It was her 12th offense. As soon as the student 
brought this up, other students immediately expressed their disapproval of the 
woman’s conduct. Soon the students were talking to each other and to Lilith. 
Their disapproval spread quickly to condemnation, and overt sexism and racist 
comments. Lilith counteracted just as quickly and redirected the disapproval to a 
more substantive discussion by saying, "Talk to me about choice. Give her a 
choice. Give her an economic choice. Do we have a right to tell any one woman 
what to do with her life?"
First student: "We have to question why she was arrested."
Second student: "We don’t have all the facts."
Third student: "Why doesn’t someone put up the money for 
rehabilitation?"
Lilith: "Think about control issues."
Other methods Lilith uses to elicit student responses are written responses 
to the question of the week, journals, written questions to guest speakers, small 
group discussion, and the fishbowl, an open discussion of issues by three students 
and the instructor at a table set up in the front of the class.
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In addition to the above methods, students may bring up pertinent personal 
experiences or current issues for brief discussion at the beginning of each class. 
Twice during the semester, Lilith sets aside 20 minutes for student feedback on 
the course. 'Talk to me about the course. What do you want to see more of?
Tell me about the Ruth book."
Lilith’s individual teaching style is a composite of many recognized styles. 
She is a facilitator, guiding students through complex issues to new levels of 
awareness and action. For example, after a discussion on women and violence, 
Lilith asked students how many of them knew of a friend in an abusive situation. 
She then spoke directly to the students who raised their hands. She said, "Let her 
know you’re there when she’s ready to talk."
She is a resource, providing direction to additional sources of information 
and support. She will, for example, give the names of additional books to read, or 
the telephone number of a support group, or the name of a person to contact.
She is a mentor and a coach, urging students to develop and enhance their 
analytical, critical-thinking skills. She often urges students to "think about it" or 
will start out a sentence with "Think abou t. . ."
Lilith is also a lecturer, presenting students with much information, quoting 
feminist and non-feminist alike, giving social, political, economic, cultural 
information, and citing statistical information.
Lilith can also be didactic, making statements in absolute terms, often 
raising the ire of her students. But even then, she is not authoritarian, because a
54
democratic forum for student voices is carefully maintained. Students can, and 
do, challenge, disagree, and give personal insights without fear of recrimination. 
She also lets the students know who she is as a person, and will often refer to her 
own experiences in her lectures, in panel presentations, fishbowls, and class 
discussions. She strives to guide her students to become aware of the need for 
tolerance and acceptance of differences within the class and beyond.
Lilith is also reflexive about her teaching. She thinks about what effect her 
style has on her students. During the course of our interviews, she would bring up 
particular teaching strategies and provide her rationale for using them. She once 
asked me for feedback on her use of self disclosure as a pedagogical tool.
Course Objectives. Course objectives are as follows:
• Students will be introduced to the feminist perspective
• Students will better understand the relationship between 
society/culture, gender roles, and individuals, especially as they are 
affected by social change
• Students will be introduced to sources of information, insight, and 
support that will encourage greater self-determination
• Students will explore the implications of this new knowledge for 
their personal and professional lives
• Students will explore their contributions to social change in this area
• Students will become familiar with the Herstorv of the Women’s
Movement
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• Students will gain skill and confidence in all communication skills, 
including reading, listening, writing, and speaking
• Students will be encouraged to think and write critically-both in 
their journals and during class periods
Expectations. Students are expected to keep notes and to keep a journal 
covering reactions, comments, and opinions to required readings and class 
discussions. According to the syllabus, journals are strictly confidential. Lilith 
specifies that journals be at least four pages per week but will receive no letter 
grade. She writes:
I encourage you to use the journal to relate and apply various 
aspects of the course to your own life. Reflect on your own 
experiences and on how your own perspectives have changed or are 
influenced by your background, experiences, friends, education and 
religion.
Students are expected to provide a written answer to the question of the 
week. Students are also required to read specific chapters in two text books, Our 
Bodies. Ourselves by the Boston Women’s Health Collective, and Issues in 
Feminism: An Introduction to Women’s Studies by Sheila Ruth. Students must 
also read and participate in a group presentation on one of the following books: 
The Color Purple, by Alice Walker; Bingo, by Rita Mae Brown; Daughters of 
Copper Women, by Anne Cameron; and Herland by Charlotte Perkins Gilman. 
Students are also expected to attend any three women’s events of their choice.
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Students are responsible for one 5 to 10 page research paper. Finally, students 
are expected to work on a social action project that they have decided upon early 
in the semester.
Grading is based on the following criteria:
40 points - Journal 
40 points - Research paper 
10 points - Class participation 
35 points - Class project 
25 points - Novel (group project)
The Class
My observations tell me that students are involved and interested in this 
class. I want to check this observation against what the participants have to say 
about the class; therefore, in the interviews I ask the student participants, "If you 
had to do it all over again, would you take the class?" Although this question 
could be answered with one word, each participant expounded on his/her answer 
without prompting.
Alice, who is 50, responds by saying, "Definitely. It’s one of the best 
classes that I’ve had. I’m taking it at a late date. I absolutely couldn’t get in. 
Either it was filled or it conflicted with other things. I’ve been wanting to take 
that course for a long time." Anne, who is 45, wishes she would have taken the 
class earlier in life. She adds, "I think it would have been more beneficial."
Martin, who is 33, answers with a "definitely" and adds, "If I had to do it all over
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again, maybe I would take more." Rita, who is 33, responds with an emphatic 
"Definitely, definitely. I wish I would have known about it a lot earlier."
In two of the interviews with the students, I ask if they would be able to 
recommend the class. Both Alice and Martin agree that they could do so and 
volunteer very similar statements about recommending that the class be a 
required course. Alice, a social science major, says, "Oh, certainly. It’s 
unfortunate that there aren’t any males with the exception of one this semester. I 
think it should be a required course for women and certainly men would benefit a 
whole lot as well."
Martin, an elementary education major, says, "Yes. My first thought is this 
really should be required for teachers. I think it should be." Martin thinks he 
learned a lot about women’s issues of which he was not aware. He adds, 
wondering out loud, if we just aren’t taught about these things, or if he missed out 
because of his particular background, adding, "I don’t know if it’s just my 
background that I missed out on a lot."
Rita says the class was recommended to her by her sister. ". . . and what 
got me interested, my sister had taken this class and she told me about some of 
these issues and said, ‘Rita, I really think that you would like some of these.’"
I talk briefly with a young woman who tells me that she had heard about 
the class in her dorm and was glad she took it. Now she wants her boyfriend to 
take it too. She says the issues are so interesting that it made her want to go to
class.
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Students give strong statements about the class and Lilith, indicating that 
they got something personally beneficial out of the class. Alice says that the first 
things you learn in this class raise self esteem. "If women know that they have a 
history out there, it raises your self esteem immediately. Just to learn . . ." Anne, 
a social science major, says it’s made her want to be more assertive. At one point 
she refers to the class as a kind of therapy. She would like her two sons to take a 
Women Studies course "to get the women’s point of view." Charlotte, a nursing 
major, says, "I find a sense of vigor or something. Just waiting to hear what she’s 
telling us. To be exposed to something else besides something so narrow."
Martin says it’s helped his relationship with his feminist partner, and he thinks it 
will make him a better teacher. Rita, a public relations major, has unlimited 
praise for this class. She says she not only became aware of feminist issues but 
was able to see through common stereotypes about feminists:
I can’t praise this class enough. I honestly can’t. I found myself 
basically hanging on to her every word. Not that what she said was 
in stone--"this is the way it goes"--but I have never become more 
aware of women’s issues. I didn’t even know what the definition of 
a feminist was, much less what they stood for. And then the 
stereotype cleared up and changed my mind in a lot of those areas, 
like the feminist being a man hater.
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Rita is now considering running for a political office. "Sometimes I think, give me 
a podium. I feel very strongly on some of my issues. I could contribute a lot 
because of this class."
Students learn about things in this class that they have not learned about in 
other classes. Rita says she learned about multiple perspectives and positionality. 
She gradually came to learn that the differences between people are important 
issues for consideration:
The oppression of minority women. I didn’t know the history of 
black women. It’s made me realize how ignorant I really am. I had 
a hard time understanding, you know, women are as one, what’s the 
difference between the black and the white? But yet, I was putting 
all women into the white woman category and now I understand and 
am getting away from that, and understand that concept that they 
have their own problems up and beyond our own. That I had a 
hard time grasping, not that I didn’t want to but I’d never been 
around it before.
Michelle: "This was actually your first exposure to that?"
Rita: "Yes."
Michelle: "Do you think that that kind of exposure would have come up in 
any other of your classes?"
Rita: "No, no."
Michelle: "What’s your major?"
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Rita: "Public Relations."
Things are starting to make more sense to Martin, especially about the 
subject of history. He speaks of something missing and later understood that it 
was women who were missing from history. He says:
History was a big turnoff for me for a long time too . . .  in high 
school. There was always something-like something is missing-this 
disbelief. Part of it was somebody wrote this. And now that I’m 
realizing that all of this is from a male’s point of view, written by a 
male, about the men. And even the men are writing about the 
women, if the women are included. That tends to throw a disbelief 
in a lot of it. I’ve always had my doubts about history. You’re 
supposed to learn these certain aspects so you’ll know . . . but then 
you’re thinking, I don’t know if I believe this.
He goes on and tries to illustrate his point by telling me about a book 
about the Hidatsa:
Things are just falling together, like I’m doing some research on the 
Hidatsa, and I came across a book on them from the feminist point 
of view. And they pointed out things about how the men were 
studied so much, and the women’s roles didn’t seem that important, 
but yet everything that the women were doing was extremely 
important. There was a connection, they were basically supplying 
life. Not only real life by birth, but they were doing the crop work
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and they were doing all the decorative stuff. They were taking 
everything and then tanning and preserving the actual life-sustaining 
aspects of those people. But yet, there’s this glorified thing where 
they just study the hunting and the war parts of it.
The participants, speak of valuing the class, and each other. They speak of 
a comfort level in the class. They also speak with a kind of affection toward each 
other and the class. Each student participant had praise for the class and for 
their instructor. Lilith had the same for her students. She says:
See, I value these students in these classes. I value who they are. I 
value and love having them in that class. I love the combination of 
students. I could go out and pick 32 people and not come up with 
the right combination. They do it themselves and it works.
Students have high praise for Lilith and her class. Alice says, "It’s one of 
the best classes that I’ve had . . . She’s excellent. I think she’s interesting, she’s 
fair. She certainly hasn’t come across as a male basher . . . I’ve enjoyed her as an 
instructor tremendously."
Anne says of Lilith, "She’s excellent. I like the atmosphere in the class, 
very comfortable."
I ask Anne, "Do you think that most people in that class feel comfortable 
in that class?"
Anne: "I know the women my age probably do, the ones that I’ve spoken 
to."
62
Michelle: "Do you like going to the class?"
Anne: "Oh, yeah. It’s the only class I have on Tuesday and Thursday. I 
drive 40 miles. I’m not going to miss it."
Martin: "Lilith is amazing."
Rita: "I really enjoy the class and I have learned so much. And from who 
I’ve talked to in the class the response has been the same. "I’ll miss Lilith 
tremendously." "I think she’s an excellent instructor." "I’m glad I took it."
One young woman in class told Lilith, "This was my favorite class."
On one of the final days of class, Lilith told the students she had applied 
for a position at a prestigious university and was waiting to hear from them. The 
students, one by one, then as a group, expressed the thought that they should 
write her a letter of recommendation:
First student: "We should write you a letter of recommendation."
Second student: "Yeah, that’s a good idea."
Third student (Charlotte): "Yeah, it might carry some weight for them to 
get a letter from your class."
Fourth student: "You’d be so much better than the one they have there
now."
At that point, many of the students in class nodded their heads in 
agreement. 1 heard one student say that this was her favorite class.
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Age Difference
The age difference in this class spans the late teens to the early 50s. 
Participants in this study range in age from 33 to 53. Participants have definite 
ideas about the differences between traditional college-aged and older-than- 
average students in class and what that does to the classroom dynamics.
Alice is critical of some of the young women in the class. She suggests that 
they ought to know more about society’s treatment of women and is dismayed that 
they do not. She says:
I have to be careful what I say because I’m ready to knock people 
here. Yeah. Let me think. I don’t hear--I don’t think it’s 
noticeable that women my age are sitting there fighting and 
screaming because we know that these issues exist. But what we’re 
doing is sitting back and our eyes are rolling to the back of our head 
when we’re listening to 20-year-old women who, if this is an 
indicator-the dress and so forth-they come from families that have 
the wherewithal to provide them with information. It’s not like 
they’ve been living in a culture or an area of the world where the 
news hasn’t gotten out yet. They probably have more resources than 
I do to obtain the knowledge and the literature and so forth. While 
they are vehemently arguing that this is no big deal. If you have the 
perfect body, why wouldn’t you want to display it in an ad where the 
woman is draping herself around the man’s feet or what have you.
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"It’s my body,let me flaunt it." They just seem to be taking pride in 
"I keep in shape." And they don’t seem to be looking past that.
And look at the degrading poses that you’re expected to take.
Doesn’t that make you think about something?
Michelle: "Do you think it’s a matter of experience?"
Alice:
I didn’t have those experiences when I was 20 years old, which is 
taking us back in time before women had the voice. I knew these 
things were happening then. I wasn’t raised in a huge urban city.
N o-I can’t agree that it is experience. I think if you’ve got your 
eyes open and any instincts at all, you should have some perception 
of what’s going on.
Michelle: "So are you saying they just don’t realize? Is it from ignorance, 
or an unwillingness to listen to the facts? Is it a denial?"
Alice:
I haven’t seen a lot of willingness for them to open their mind and 
listen to the facts. I’ve seen a lot of closed minds. "How do you 
know this?" Well, read!
I am wondering, however. I am of a generation. Reading 
was the thing to do. These young women have been reared-babysat 
by the TV set. You get all these media messages coming into your 
house every day. You’re just inundated with them. Maybe you just
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don’t see it anymore. Pretty soon, it’s part of your reality and you 
never question it. If you read more and work more in your head, 
rather than just picking up visions with your eyes, you would do a 
little more questioning. Anybody can be brainwashed.
Anne and Rita see the young women as still in a state of unknowing or 
naivete and suggest that they will learn about the oppression of women through 
their own experience. Anne says, "The young women haven’t been there yet."
Rita thinks the younger students may have different perceptions or be in 
different stages of knowing:
First I want to say that I think it’s great that there is such a wide 
age range in the class because of all the different perspectives that 
are available. I think a lot of the 18-, 19-, and 20-year-olds-from 
some of the comments that I have heard--they have never been-- 
they’re not out on their own. When a comment is made and they 
say, "No, that’s not what really happens," I take it as that, they’ve 
never been on their own. They may or may not be in a serious 
relationship, but yes, this stuff does happen in the real world. And 
we are in the real world. And I think for an older woman to be in 
the class it’s valuable to all ages.
Rita understands the perspective of the younger students because she used 
to think the way they do now. She calls it denial. Rita says:
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I think a lot of the things that the 18- and 19-year-olds do say; I’ve 
heard comments from some of the older gals, and it’s happened to 
myself too because I’m an older-than-average student. But, I’ve said 
the same things to myself . . .  I used to think like that. So it was 
denial for a long time. God, I really used to think the same way 
they [the 18- and 19-year-old students] did, until this, and this, and 
this happened. So it’s a lot of denial. To hear them say that, you 
think, that’s really scary, because I used to think so too. Put 15 
years on me and it makes a difference.
Lilith says of the younger students:
These kids are Reagan babies, they’re Reagan babies. "We can 
have whatever we want; we’ll go to school. We’ll graduate. We’ll 
get a job, and we’re going to start at $40,000 a year." And that 
doesn’t happen with a Bachelor’s degree. So, that seems to be one 
of the first big shocks. That’s hard to deal with. It’s real 
frightening. It really is. So, it’s a point where do we stop and pull 
our heads out, or do we go underground? But we’re teaching 
women how to survive, and I think that’s the whole point.
There are a handful of younger women in the class who dispute the issues 
with Lilith and with other students. This is especially so when women’s 
oppression comes up. These students have often argued against this position.
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Wondering how the counter-hegemonic information might affect the 
participants, I ask Anne if anything she has learned in class has made her think 
differently about anything. She quickly answers in the negative and explains that 
she has experienced much of the oppression talked about in class and denied by 
the younger women.
She says, "No. Had I been younger it may have; but I’ve experienced a lot 
of this, and so I think maybe it clarified to me what some things are."
Michelle: "What I hear you saying is a lot of this information you’ve 
known already, and it’s affirming your experiences?"
Anne: "Yeah, right. Looking at it from a little different perspective too. 
You know, more of a global view than just a personal view. Because a lot of it, 
I’ve experienced, you know, the silence, the control, and things like that, not 
realizing that it was typical.
Lilith brings up a point about readiness to face women’s issues. She 
believes that people come to this class when they are ready for it regardless of 
age. She says:
But then I’m totally convinced people don’t take a Women Studies 
course until they’re ready to talk about it. Even older-than-average 
students can go around for 45 years-I did it for 46 years-and not 
have any idea what’s going on, other than what we perceive as life.
And when I think about my own case, I was a farm wife at that 
time. We moved from northern Arkansas to southern Minnesota,
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15 miles from Midwest State. Now, it was the first time ever I’d 
been close enough to a university where I could think about going 
myself. My kids were grown, so it seemed like the ideal opportunity 
to do that. But now what got me into that Women Studies 
department with those women who were there at the time? I mean,
I had to come a thousand miles to do it. So it’s timing. Somehow, 
there was something in me ready to take off, and I had to go 
through all the hard work of dealing with it all then. But I’m 
healthier now than I’ve ever been in my entire life.
The Process of Change
Students change in this class. There are many smaller changes that add up 
to greater ones by the end of the semester. The stages of this process emerge 
from the participants’ views of the directions they are moving in. They move first 
to awareness, then on to anger, to voice, to power, and to a final stage of 
articulating their state before and after change.
Awareness
Awareness is an essential element in this class. There are various stages of 
it. Lilith says of her students:
So they move into that place of awareness, and that’s all I can call 
it. Because I think with any education process, if we’re not aware of 
everything out there around us that we either internalized, or deny, 
it’s going to totally affect what we learn and how we learn it.
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Anne, who is married with two teenage sons, says:
I really think that men should take this class. I think they would get 
a lot out of it. Not as a negative thing toward themselves, but to 
become more aware. And to learn about women, and how we feel 
about things. It would be an eye opener.
When asked if there were any issues that were hard for her to deal with, 
Charlotte (who is divorced and has one teenage daughter) says that it was hard 
for her to deal with the abuse issues because of her own experiences in the past.
It was a process. It flooded me when I would read about the abuse-- 
and so it flooded me with memories of the abuse. I could feel it 
and almost visualize it, but then it was like—I have the awareness.
I ask if it forced her to come to terms with the abuse that she suffered. 
Charlotte said, "It’s just that it was validated--maybe-does that make any sense? I 
know I’m not the lone ranger out there as having all this stuff come down."
Martin is in a long-term live-in relationship and has one two-year-old son. 
He has this to say about the class and how it has made his relationship with his 
partner stronger:
It made me more aware of my already learned behavior. The male 
aspects of dominance for sure-and therefore being aware of it. I 
found I have a lot to work out yet as far as that goes. At least I’m 
becoming more aware of it.
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He says this about the invisibility of women in the textbooks: "I guess it 
surprised me, but it’s my own non-seeing."
I ask what made him decide to take Women Studies. He says:
I wanted to for the field that I’m going into. I thought it would help 
me be aware of my sexist ways and try to go through books for 
sexist pictures and stuff, but I thought how much did I really know?
I need to find out.
Rita is married and has no children. She speaks of her growing awareness 
of feminist issues. "I have never become more aware of women’s issues. . . . Lot 
of awareness and I think that’s the beginning. Even when I was aware before, it’s 
prompted me to take some action now." Rita talks about giving a presentation to 
her public relations class about women’s issues and says, "I will get as involved as 
I can increasing awareness."
Lilith, says this about the student who may be in a different degree of 
awareness:
Now there’s degrees of that. But then again . . .  the ones who don’t 
appear to have opened up or become more aware, I consider that as 
having a seed planted in their heads. That eventually what we’ve 
talked about will click in as "Yeah, I got it. I know what she meant 
now." But I would imagine all of the student, to various degrees, 
some more than others, notice things a little different. They have
71
some sort of increased awareness . . . just television, if nothing else, 
so I think that’s a change.
Lilith stresses that women need to be aware of the messages society sends 
to them and how they internalize that. She says:
As long as women are making their own decisions based on their 
own information . . . they’ve thought about how much makeup 
they’re going to wear or what they’re going to do, that’s fine. So 
long as they’re aware of the social and political ramifications of 
what they do. It’s that lack of awareness I see as literally the #1 
killer of women.
Anger
Anger often follows awareness in the process of change. Each participant 
articulated some form of anger after they had experienced the awakening of the 
awareness process. Anger is very evident in four of the student participants. It is 
not observable in Anne.
Lilith explains the process:
We’ve got this life that everybody says that women should have and 
it’s wonderful, but it doesn’t feel right. So, therefore, "I’m the crazy 
one." So when they understand that they’re not the crazy one, it’s 
the system and the way it treats women is where the craziness comes 
from, it makes them mad.
Michelle: "Would you say that’s the first reaction?
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Lilith:
Oh, yeah, very much, anger. And that’s fine, because they have a 
legitimate right to be angry. I can’t imagine a man, all of a sudden, 
being aware of it, if that were the situation in their lives, not being 
angry So they eventually, as they take more courses, or do more 
reading, mellow down to "OK, now we’ve go to do something about 
it."
Alice says:
What angered me almost immediately was Lilith’s bringing up all 
these names of all these women that we had never heard of before. 
Another thing that really drove me up the wall was her mentioning 
one, say, that we live in a patriarchal society, and there were young 
women in there asking, "How do you know that?" I couldn’t believe.
I was a little bit angry that women don’t even know that about 
themselves.
While Alice has given voice to her anger, Anne’s is still inside, but quite 
close to the surface. She speaks of going to the doctor.
My own experience is that-it’s not really great-I don’t like going- 
because they don’t take you seriously. They tell you to watch all the 
warning signs for cancer, and see a physician. .And so you have it 
checked, and they say it’s nothing, go home, forget about it. Well,
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you know it could be. And they say, "Well, she has cancer phobia,
she worries a lot." I don’t need this.
Michelle: "Are these male doctors?"
Anne: "Yes."
Michelle: "Do you feel you’re not being heard?"
Anne: "Oh, I’m being heard. They’re just patting me on the head and 
telling me to go away."
Michelle: "How would you describe that kind of attitude?"
Anne: "That’s another instance of men just not paying enough attention to 
women-making you feel like you’re dumb, you don’t know anything."
Later in the interview, she tells of her reaction to an unpleasant marital 
scene. "In fact, I’m working through something right now. I have to go through it 
a few days, and by that time the anger’s stuffed. And I just kind of let it mellow 
out."
Charlotte talks about the issues that precipitated her anger: "Some of the 
other issues, I felt really angry when we were talking about the poverty that 
women have to be in." She is also angry about "not being free to be wherever I 
want to be at." This is in reference to the fear of attacks on campus. She speaks 
of being sexually abused as a child: "I asked for that? My mother gave that 
impression to me, ‘Well just don’t say anything and he won’t bother you.’ You’re 
supposed to be helping me, not destroying me!"
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Rita tells of an incident that exemplifies the process from awareness to
anger.
Michelle: "As far as oppression, did you know about some of those issues 
already, or when she said it, a light bulb went on?"
Rita: "Better than that. I was living them. Totally. To the tee. She 
[Lilith] could have just put my name down in front. Definitely. Almost every 
one."
Michelle: "And you had no idea?"
Rita: "No, I didn’t know what oppression meant. Absolutely no idea. The 
days when she was talking about oppression, you could have screamed at me that 
there was a fire out there and I would have said, ‘Wait, I have to get this down.’" 
Michelle: "Can you be more specific?"
Rita:
Believing if I was called something. I didn’t even know that that 
was oppression. When you start believing that you can and cannot 
do things and you don’t have the capability to do this. I had no idea 
that that is a form of abuse. She was telling my life, she really was. 
Michelle: "And at that point, how did you feel when you came to that 
realization."
Rita:
I was very angry at myself for not seeing this. I was angry because I 
thought I was ignorant. I was angry at the people who were doing
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this to me. At first, it was a lot of anger, and then it was "OK, I’m 
angry, let’s do something about it."
Lilith teaches the course as a process, and anger is part of that process.
She says, "We don’t learn until we create some dissonance." She says some of her 
students "really do get angry with me, but they come back. That’s the part I’ve 
never understood for sure." She goes on:
It also takes a couple meetings for them to get angry enough, and 
then, of course, that anger comes out sideways. So then they learn 
to speak from that anger voice, but make it directed at what we’re 
doing~not at anybody in the room or not at me. Because at first it 
comes out backwards. Then it becomes much more productive.
Voice
Voice follows anger. Participants refer to voice and its connotations in 
relation to their point of view. Silence is equated with not revealing their point of 
view. It is also equated with keeping the status quo, with oppression, with 
ignorance and with conformity. Some also see silence as an option to take when 
expression of voice would be too difficult or result in abuse. The process of 
finding and using voice is exemplified in the following passages.
Alice, who will graduate at the end of the semester, says she has a strong 
voice on campus, but not at home.
I have a strong voice here, but it has made me even more aware 
and angry about the fact that you can be an older student with a
76
strong voice and good grade point average, but once you walk 
through that door leading to hubby and hearth again, your voice is 
diminished completely. That doesn’t change.
Anne’s views on talking to her husband and expressing her own voice: 
"Well, at least if I told him, he’d have a better idea of where I was coming from. 
You know, he doesn’t have to agree with me."
Michelle: "Do you think women in general tend to not express their 
opinions to men?"
Anne: "It depends on the relationship that you’re in, personality, and the 
viewpoint of the person you’re with. It’s kind of hard though, when you’re up 
against a brick wall. It’s easier just to ignore it."
Michelle: "How do you think that makes women feel?"
Anne: "Like what they have to say isn’t worth saying. Because it’s going to 
get shot down anyway. That’s how it makes me feel. Not that you always have to 
have the last word, but it’s nice to have somebody really think about what you’re 
saying and accept it without attacking it or telling you that you’re wrong."
Michelle: "You mentioned the word ‘stuff.’"
Anne: "Oh, I do that a lot."
Michelle: "You stuff your feelings?"
Anne: "Uh huh."
Michelle: "Is it your emotions or the words that get stuffed?"
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Arrne: "The words get stuffed-and when the words get stuffed, the feelings 
get stuffed along with them."
Anne believes in walking softly and carrying a big stick. I ask what the big 
stick is. Anne says it is "just making yourself heard."
Charlotte says she has always been vocal, but because of the class, her 
voice has been validated. She is in the process of going to the dean to express a 
grievance about another class. She feels she had been treated unfairly.
After realizing that she had found her voice and is using it, Charlotte said, 
"And I’ll get in trouble. But, you know, instead of sitting down thinking I’m 
defeated, I’m looking for different avenues."
Martin tells the story of how his voice came out in another class.
It had to do with the Iraq war. The instructor asked, "Does anybody 
know how many died in that war?" and the person behind me said,
"Does anybody care?" And the whole class laughed, and I thought,
I’m not going to say anything. It used to be I wouldn’t say anything, 
but I put this on Women Studies is the reason it happened. But 
now I started getting really hot, and my ears started to burn, the 
veins in my head were pumping and I thought, after Women Studies 
and stuff, I have to say something or I’ll pass out. So I turned 
around and said, "Don’t you care how many people died? Just 
because it’s on the other side, you don’t care about people? Why 
would that be? They’re people just like us sitting here right now . . ."
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And his response to me was "Just crucify me." I thought for a 
minute. I thought, I’ll just shut up and I’ll leave that to people with 
your mentality to do the crucifying.
Michelle: "How did you feel about making a stand there?"
Martin: "I felt I had to. Lot of time, I want to say things and I don’t. In 
that case I felt I had to say something."
Michelle: "Do you think your voice is growing?"
Martin: "It’s harder to hide from. And I definitely tie that in to Women 
Studies. . . . Lilith says, ‘We have to break the silence.’"
Rita says that the class has helped her find her voice.
Michelle: "You say you became more assertive. In what way?"
Rita:
Saying what’s on my mind, not feeling that I’m walking on egg 
shells. Knowing now that I have a voice and that I am somebody. . . .
I think I gradually got this voice, but I was having trouble in my own 
marriage and when we got into the issue of wife abuse, I didn’t even 
know that some of those forms existed, and yet, I found myself 
saying, "No, that can’t be abuse, because that’s what I’m living right 
now." And then you know with my readings that I was doing in the 
program, it’s like, well, yes, I was. And so, all of a sudden, I felt 
well, no, I don’t have to accept this as normal behavior.
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After some reflection she adds: "I figure that I also have a right to my 
opinion, and I’m not asking you to agree with it, but I do have an opinion. This is 
what my opinion is, like it or lump it."
Lilith responds to my question about students who don’t speak in class.
I never take that personally. Because I understand, first of all, that 
the whole idea of Women Studies is for women to find their voices, 
and in an introduction to Women Studies course, a majority of 
women, particularly older women, really still don’t understand that 
they do have a voice. That they do have the power and energy to 
speak their minds. Those that are quiet and don’t say much, I have 
double journal entries. I can remember teaching one class where 
one woman never, ever, in the whole semester, said one word. But 
she was there everyday. I got everything on time as far as work.
And her journals were some of the most poetic and beautiful things 
I have ever read. So the whole idea is that voice. Until we learn 
that we can sit in a classroom and speak up and that it’s OK, a lot 
of women won’t do that. And then of course, they become these 
crazy women studies students in other classes. They speak up in 
those classes and say things like, "Where are the women in this 
study?" So that’s the reputation that follows that voice business.




Feelings of power, or confidence, or assertiveness follows that voice. 
Expressing own’s own point of view can be empowering. Participants attest to this 
in various ways.
Alice says: "I think the class gives you a lot of information that you...if you 
learn that bit of information, you gain some empowerment."
I ask Anne, "Do you feel any stronger because you’ve taken the class?"
Anne: "Yeah, just because of an awareness. That does empower you."
Charlotte tells of ambivalent feelings she had about not going to church 
anymore. "My minister is so sexist. I can’t stand that condensing attitude. Pm 
sorry, I just can’t listen to that. It’s like the women have the roles-the cleaning 
and all that. But I was feeling guilty for not going." After a class on the topic of 
women’s spiritually, she got a sense of her own inner power and realize that she 
did not have to feel guilty for not attending a church which devalues women. She 
refers to "the power of no." She says, "I have a higher power. It helps me 
through. It gets me through every day . . ."
After Rita said "no," that she didn’t have to accept oppression, she felt this 
power. "I think the abuse issue and the oppression between the two, I think I 
really started feeling a lot stronger about myself. The confidence really grew."
Lilith comments on power: "Number wise we have the power. But women 
don’t understand what that means, that fragmentation, and that fragmentation, in 
my view is to keep us apart." She speaks of valuing women and celebrating their
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life experiences. She speaks with humor about renaming menopausal "hot flashes" 
to "power surges." Lilith says, "And that’s why I love being in a feminist women’s 
community because all these are celebrated and I have friends who-my hot 
flashes aren’t so bad as they used to be--but they call them power surges. Now 
think of that difference!"
Before and After
This is the final stage in the process of change. Participants who got to 
this stage could articulate the change. They could state the way they thought and 
felt about things before the change and after. To some, this change was dramatic; 
to others, it was gradual. The changes were expressed in terms of physical 
sensations and in metaphors and in altered views of themselves.
Lilith tells of how she would occasionally get members of the football team 
in her Women Studies class at Midwest State. The football players would bet on 
something, and whoever lost the bet would have to take a Women Studies course. 
She says, "A lot of them turned out to be my best students. Because they’d come 
in there with this big chip on their shoulder about this big." But once they went 
through the class, they were as concerned as the rest of the class about the issues.
Students express changes in themselves. They can identify some ways in 
which they are different after taking the Women Studies course.
Alice says, "It’s helped self esteem. It’s made me think a little more 
carefully about the fact that these issues haven’t gone away."
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A young undergraduate I speak with briefly identifies herself as a feminist. 
She says she would not have done so before the class.
I ask Anne, "Are you any different now than you were before you took the 
course? Are there things that you could do now, or things that you could say now 
that you couldn’t say before?"
Anne says, "In some instances I would. I’m not a very assertive person, so it’s 
hard for me to speak out. But I think now if I was angry enough, or if something 
was really bothering me, yeah, I would."
Michelle: "So it would take a certain amount of anger for you to open
up?"
Anne: "Yeah."
Michelle: "Do you feel that this class has made you want to be more 
assertive?"
Anne: "Oh, definitely. Yeah." I would like to be more assertive . . .  I can 
do it almost anywhere except home. I have a real hard time with that."
Michelle: "With your family?"
Anne: "With my husband especially."
I ask, "Would you call yourself a feminist?"
After a long pause (I listen to the tape and count nine seconds), Anne 
answers, "Yeah, but not blatant."
I ask Charlotte to describe what it was like when she finally realized that 
she didn’t have to listen to her sexist minister. She describes the before
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experience as a choker chain getting yanked, and describes the after as a release. 
"That release--like the choker chain getting yanked." She uses the choker chain 
analogy to describe her release from the abuses of her husband and her father as 
well. She says, "No, I will never be abused like that again-I will never accept 
anybody else’s crap!"
Michelle: "Do you consider yourself a feminist?"
Charlotte:
Lilith asked us that at the beginning. I wasn’t even aware of what a 
feminist was. Male basher? But that’s not what it’s about. And 
then when she identified . . . the different groups of the movement, 
there’s some place for everyone. I guess I am--I never even thought 
about it, now I can say yeah. Yeah.
Martin recalls his views on the Iraq incident: "I even put that in my 
journal in Women Studies. So I was flashing to the silence. They’re all talking, 
saying things have got to change. It takes us to do it, I thought. So I couldn’t run 
away from my feelings."
Michelle: "Would you have said that before you had the Women Studies
class?"
Martin: "Probably not."
Rita lists many changes in herself. "I would say that I am more aware now 
because of class. I’m more self confident. I’m more assertive now. I would say I
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am kinder to myself. I basically am overall a stronger person because of the 
class."
Michelle: "Would you call yourself a feminist now?"
Rita: "Yes. I never would have before." Later in the interview she says, 
"It wasn’t just the awareness. I mean I knew that we were discriminated against 
before. But being exposed to this class has helped me understand that it goes a 
lot deeper than that. And it makes me want to take more action about it." 
Lilith comments on the change in her students.
I think that’s one of my favorite parts of teaching this Women 
Studies course is standing in the front and I can see the light bulbs-- 
I can see the change in people over a semester’s time. Remember 
the two young sorority women in the class at the beginning of the 
semester who just argued with me? Remember? And it was toe-to- 
toe stuff. They were upset with me. I wish you would have been 
there on Tuesday. The remaining man in the room and one of the 
other women students did a presentation on The Daughters of 
Copper Women. And they brought everybody to the front of the 
room, and we formed a circle, and we held hands in the circle, and 
the candles were going, the lights were out. And they were talking- 
he had a sea shell about this size filled with lots of little shells.
Everybody in the circle got one of the little shells, and I got the big 
shell because their knowledge came out of the big shell. And there
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were three of us in tears. . . . But see, that’s what happens in that 
class. And as Martin walked around the inside of the circle giving 
everybody a shell, he’d say, "Can I give you a hug?" And they all 
said yes. And so it was just this whole idea of everybody 
understands now the connection we all have. And of course this is 
why I love this end of the class so much, because of the creativity, 
the way students decide how to express what they’ve learned. And 
so that shell will go wherever I go.
So one of the sorority women standing in the circle, she 
looked right at me and she said, "You know, I really argued with 
you." And I said, "Yes, and that was fine." And she said, "But you 
will never know how much you changed my life." And she said, "I 
feel, for the first time that, I’m beginning to learn something."
Women Studies and Beyond
Under this topic, the participants tell how the class has affected their lives 
at home, work, and school. They also speak of friends and family in relation to 
this class. Finally, participants talk of the goals they have for themselves, for 
women and men, and for society.
Women Studies and Education
Michelle: "Does Women Studies add anything to education?
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Lilith:
First of all, it’s adding a whole lot of awareness to the world as it 
exists. So when they get into any other course, whether it’s an 
education course or a history course or whatever, they’re going to 
say, "How is that going to affect the girls and boys in my class?"
See that’s what happens to a lot of women studies students.
They speak up in other classes and they get pegged as women 
studies students because they’re asking the question, "Where are the 
women? "How come what you just said sounded better for men 
than for women?" They are willing to stand up with that voice and 
say, "I don’t think that’s right. You’ve left something out here."
Alice says: "I’m at the tail end of all my course at this university, and 
Lilith has been one of two women of all my instructors. All the rest have been 
males." She adds,
Finally, at the end of my coursework, I’ve come to the first female 
theorist. If women aren’t writing the theories or thinking the 
thoughts. If you don’t see these female role models as you’re 
learning your discipline, it says that women have a lot of work to do. 
Speaking of elementary and high school, Alice says, "There are a lot of 
women in the arts, in culture, in the sciences. Where are they in the history 
books? I certainly didn’t read about them at great length when I was in grade 
school or in high school."
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Anne says she doesn’t see sexism in her discipline. She says: "No. No, I 
don’t. Dr. Ross-I have him for Music in America-and he’s very supportive of 
women rights. No, I haven’t noticed any, but then maybe I’ve been walking 
around in a fog too." She pauses, "I haven’t had any problems. The instructors 
that I’ve had are all very good."
Michelle: "Do you think the textbooks give enough attention to women’s 
issues?"
Anne: "Probably not, no."
Anne is on a parent’s advisory committee. She says: "Our state has a 
gender-fair policy, and so there is an awareness of that. They are implementing it 
in classrooms and all aspects of studies and giving attention to women and 
minorities. I really think that’s positive."
Rita is bringing what she has learned from Women Studies to her Public 
Relations class.
I did get asked two weeks ago in one of my classes, and we were 
asked if anybody was a feminist. And I was the only one who raised 
my hand. In fact, I’m doing a paper on feminism for that class. I’m 
that charged up about it. And I never would have done that before.
God forbid, if no one raised their hand, I never would have. Even
if I was.
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Later in the interview, she says, "And I got asked in that class to give a 
class presentation about my topic." Rita says feminist issues rarely come up in her 
other classes.
Michelle: "Now you’ve said a lot of these issues would never come up in 
your other classes?" Rita nods her head in agreement. "And you are taking 
Public Relations-people skills." She nods again. "Are they aware of that?"
Rita: "No. It’s that it’s from a man’s point of view. This is how you dress 
for work. This is how you interview. This is how you speak to somebody. But 
it’s all from a male point of view."
Michelle: "So it never occurred to them?"
Rita: "No, no. I must say, some of the classes speak of feminism, but they 
just dust the top-just brush the surface. There was never any history mentioned.
It was always the male’s voice. The founders."
Lilith comments on Women Studies contribution to education:
So it seems to me, I’m hoping it is and a lot of places it is, a 
liberating kind of education, where students will be able to make 
their own decisions on what they need to know. We get them 
tracked into a topic or a major you know and everything the same, 
and there’s no diversity, and no critical analysis. But a lot of 
courses are changing now. Because of the feminist influence and 
the feminists are in those departments.
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No longer can a professor on this campus say to me, like he 
did a year ago--he’s writing a text book and says, "Why should I 
distort history by adding women?" 1991 textbook, and his reviewers 
refused it because it didn’t include women and minorities. And it 
was his rationale, "Why should I distort history?" Finally I said to 
him, "What do you mean distort history? We’ve always been here!"
And he was very serious.
Women Studies and Home
Husbands. Lovers and Friends. One day at the beginning of class, a young 
woman complained to Lilith that ever since an acquaintance of hers had learned 
of her enrollment in Women Studies he had been verbally abusing her. She says, 
"He calls me a femi-nazi." Some of the other students expressed that they have 
had similar reactions from people. I make a mental note to ask about this in the 
interviews.
I don’t have to ask Alice, because she brings up the subject in our 
interview:
It seems so silly today that women actually are fighting with their 
husbands and lovers, and boyfriends about taking a course in 
feminist studies. If you’re a woman, why wouldn’t you be interested 
in women’s issues. How can you not be?
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I ask why she thinks some men object to their wives or girlfriends taking a 
course in women studies. Alice speaks of the stereotype that people may have 
about Women Studies:
I think immediately they have this stereotype about what the course 
is all about. "It’s probably a bunch of lesbian, bitch, male bashers 
sitting around doing their male bashing thing." And that isn’t what 
it’s all about at all. It’s threatening to them, for whatever reason. I 
don’t know that men will even honestly say what the reason is.
They might come out of the stereotype, "They’re just sitting around 
bashing men." But I think, innately, they know if women gain too 
much knowledge, "Where are we going to be in the long scheme of 
things." It’s to maintain the status quo. You don’t need to have 
anything shaken up. And females marching off to feminist studies 
are more than likely going to start shaking things up.
Michelle: "Have you had any personal problems with that? Are you 
married right now?"
Alice:
I’m separated. Yes, my husband immediately asked, "Why are you 
taking that?" And because of this separation process, I notice-but I 
had noticed before I took this course as well--however, he using-you 
can almost see the wheels turning-"She’s responding in this way 
because she learned it in this class. That’s what they’re teaching
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her." And these men don’t realize that these are just innate 
responses that women are born with. But they have to lay blame on 
something. So they can’t lay blame on, "She is showing righteous 
anger because I don’t ever help her do the share of the housework."
No, that’s threatening, they might have to address "Why the hell am 
I sitting on my ass and not helping her." So let’s blame it on a 
course. "This is what my wife learned this semester." You can’t be 
50 years old as I am, and not have picked this up.
Michelle: "And do you think it’s just uneducated men who think like this? 
Or would it be threatening to educated men as well?”
Alice:
The psych and soc courses that I’ve taken-so far there’s nothing 
indicating statistically that the educated men are doing their part.
They may pay lip service to it. "I am a doctor, or a lawyer, I’m 
educated, therefore I understand these issues." They say that. It’s 
popular to say it out loud. But when it comes down to the nitty 
gritty, when it’s between husband and wife, no matter what your 
socioeconomic status is, he still is sitting in that chair in the evening, 
and she’s doing the grunge of the business.
Anne did not even tell her husband she was taking the class until very 
recently.
Michelle: "Do you ever talk to your husband about this class?"
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Anne:
No. I didn’t even tell him I was taking the class until about a month 
ago. It’s just something I really don’t need. He’s really a dear 
person, but he just doesn’t understand a lot of this stuff. He thinks 
a lot of it’s garbage. I had Our Bodies. Ourselves in the magazine 
rack ‘cause I was reading in this one chair in the living room. He 
was looking for a magazine one night and said, "What the hell is 
this?" I told him it was for women studies and he said, "Oh." And I 
removed it, put it away. I just didn’t think it was anything that I 
wanted him to see.
Anne goes on: "He doesn’t understand a lot of this. And . . ." She stops 
for a few seconds, then continues. "He’s pretty negative about a lot of things. 
Homosexuality is abhorrent to him. Those kinds of things. It’s just so much 
easier not to even raise the issue." She pauses once again and continues, "It’s a 
choice. It probably isn’t the best one, but it’s the one I’ve chosen. So, if it makes 
life easier . . ." Her voice trails off at this point.
Michelle: "Is there anything that you’ve learned from this class that would 
benefit your relationship if you talked about it?"
Anne: "Well, I guess if I told him, he’d have a better idea of where I was
coming from.
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A little later in the interview she says:
There’s something about the dynamics going on that I just don’t 
quite ever understand. And I always get in a situation where I hear 
a big blustering opinion, and then, I’m so completely overwhelmed 
by how strongly he really feels about this and how really off the wall 
it really is . . .
Anne says that she would rather not confront him at moments like this 
preferring to hold back her own anger. She says after a few days:
The anger is stuffed, and I just kind of let it mellow out. Instead of 
saying, "About what you were saying." You know, come back to it.
And I just hate to start it up again, because I’m just going to hear 
the same thing again.
I ask Martin if he ever speaks of the class to his partner. He replies that 
he often does. I ask how she responds. Martin says, "She always already knows 
it. I’ll say, ‘Have you ever read any of so and so’s books?’ And she says, ‘Yes, I 
have three of them upstairs on the shelf.’"
Michelle: "Do you think as a couple it’s made you stronger?"
Martin:
Oh, yeah. It’s made me more aware of my already learned 
behavior—the male aspects of dominance for sure. And, therefore, 
being aware of it. I found I have a lot to work out yet as far as that
goes.
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Martin is reminded of a conversation he had with a co-worker who insisted 
that men and women think differently.
I said, "You know, but that difference is learned behavior. And it 
starts from the minute you pick up a baby. If its a little girl, you’re 
going to be real gentle and say, ‘Look at the delicate little fingers,’ 
and if it’s a male you’re going to be a little bit more rougher and 
say, ‘oh look at those big hands.’ And they’re both infants, but once 
you know their sex, they’re treated differently."
I ask Rita if she had noticed any change in her friends’ or family’s attitude 
when they found out she was taking a Women Studies course. Rita had much to 
say on this subject:
Oh, yes. On the male point of view I’ve been told I’m too lippy now 
and that how I’ve changed. And I’ve been told by males that I have 
no need for them anymore. And when I can analyze it I know that’s 
not how I came across. I bring it back to this class, because if they 
know I’m taking this class, that’s the response I get. "Oh, why do 
you hate men?" or "Are you a lesbian? Is that why you’re taking that 
class?"
And from females, I think I’ve gotten just positive response.
Either "I wish I had taken the class," or "I wish it had been there 
when I was in school." They think it’s good for everybody and
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everybody should take it. So I think it’s been more negative abuse 
from the males.
Michelle: "Have you thought about that much, what the underlying reasons
are?"
Rita:
I think it’s a fear on their part. If one woman takes the class, that 
means two might, and that make three, and it will be a snowball 
effect. "And gosh, if these women all start having a voice." "My 
gosh things could change, we could lose our power," you know. I 
think it’s fear on their part. And maybe it’s a lack of even knowing 
what the class is about. It’s a fear of the unknown.
Lilith says it’s very common for women to face resistance from men once 
they know they’re taking the course.
This has always happened. Taking the course helps verbalize it, that 
empowerment stuff. But it was always a problem. Men who are 
afraid of change say, "We’re not going to mess up the way it’s always 
been. We don’t want to mess it up . .  ." They need to grow and 
know more about themselves. It comes down to "I’m doing just fine.
I don’t need to know anything." It’s that ostrich syndrome kind of 
stuff, burying our head in the sand. We don’t need to deal with it.
So--all of a sudden when a woman says, "I need to know this now, 
you have to talk to me." That just completely blows everything
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that’s ever been going on for however long. "What do you mean? I 
always talk to you." So I think that’s where it comes from . . .  the 
issues have always been there, but because of this voice they 
become louder.
Lilith says of the issues in Women Studies and men: "I think the issues are 
very much alive and well and pertain to men. There are very few men I know 
that don’t have women in their lives somewhere."
Daughters and Sons. Lilith tells of her experience with her grown-up sons 
when she was first taking Women Studies courses. She says they would say:
"What do you mean change things, they’re fine just the way the are."
And the son who protested the most. He’s gone through this 
process of mind with me. He had seen a movie about a women’s 
professional baseball team. And he’s a baseball nut; he absolutely 
loves baseball. He’s read everything, and has never once heard 
about this women’s pro team. And he said, "Mom, those women 
were throwing baseballs at 80 miles an hour and they’re in skirts!"
You know, it was back in the ‘30s and‘40s. I said, "Welcome to the 
world." And he said, "Yeah, I know I was going to get that."
But it’s those kinds of things that feel so good now to see 
how he’s opening up and knowing that it’s not anti-male. You 
know, it’s the whole idea of we’ve got two human beings, two
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different kinds, and there isn’t any reason we can’t be treated 
equally. But up to this point, it hasn’t worked.
Charlotte says she is trying to instill some of the feminist values in her 
teenage daughter:
Knowing that I will never be subjugated again. I’ve tried to instill 
this in my own daughter. Friendships are so much more. . . .  You 
have to be true to each other. You don’t have to have a boyfriend 
to be complete. And not to be abused by boyfriends.
Anne says she now talks to her teenage sons about the issues she’s learned 
about in the class. She specifically mentions AIDS, date rape, and sexual 
harassment. She says it is because of this class that she is speaking to them, and 
that she hadn’t been able to do that in the past.
Michelle to Martin: "When your son grows older, will you talk to him 
about the issues you’ve learned about in this class?"
Martin:
Yes. We’re trying to incorporate that into our parenting now.
Diane is a little more knowledgeable about it than I am. He has 
dolls and stuff. Not that I even know if that’s rare, I don’t, but as a 
kid, I don’t remember ever having a doll that I would nurture.
Martin says that even though he and Diane are trying to raise Justin in a 
non-sexist way, it is still hard to shake some of the old stereotypes of male
behavior.
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We’re trying to raise him in a non-sexist way, which is probably 
harder than I thought. Through my own upbringing, certain things 
kind of click that I almost say. But I won’t say them. But I’ll think 
back and say that was a sexist thing. You know, I’m aware of it.
And I was almost going to say one time, and I can’t believe I would 
say this anyway, because I don’t believe in this. But anyway, one 
time he was upset and I almost said, "Don’t cry," instead of saying,
"He’s two years old. He’s letting off some steam here. He can cry."
So I caught myself there, but from that I could just see it. I could 
hear it, "Boys don’t cry."
Martin says he was glad he caught himself, because to tell his son that boys 
don’t cry would be "like telling him not to feel the emotions that he’s feeling." 
Goals for Women
Alice says women need to get better jobs and get in positions where they 
can make changes. "It’s necessary that women become educated and get into 
those positions of authority before anything is changed."
Anne says that some of the goals have been met already. "I think that 
even though the progress has been slow there have been some significant things 
already."
Michelle: "Can you be specific. What’s been good for women?"
Anne: "Comparable worth. That’s all I can think of at the moment. Even 
though it’s not all happening. It’s getting better."
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Michelle: "So, I sense that you think we are improving?"
Anne: "Yeah."
Lilith says, "The best thing that would help is to show women how to be 
friends with other women. Eliminate that fragmentation between them." She 
goes on:
There are women in the world who are so male identified with the 
man in their lives that they are not women. We have to educate 
women to understand that they are whole human beings . . . That 
fragmentation in my view is put there to keep us from having power. 
Whatever happens, I can’t believe why if it’s good for women and 
it’s good for kids, that it’s no good for men. If it’s safe for women 
and kids, it’s certainly going to be safe for men. But we live in that 
dichotomy of either/or. We are either pro-woman or anti-male and 
can’t be both. That’s a bunch of hooey.
It’s still so hard for me to understand how women can 
perpetuate the idea of being second-class citizens as an OK place 
for women. And every time women get hung up on all those things 
that are demanded of a heterosexist society and male becomes the 
goal, if you will, the prize, if you will—if you look a certain way, act 
a certain way, dress a certain way and whatever-it’s real anti 
woman, anti-female behavior . . .  So if we can fix that somehow 
where women can talk to each other and say, OK, we’re different
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but that’s OK. This is how we are but that’s OK. My difference is 
no different that your difference; there’s no value on it.
But it’s that difference that provides us our strength.
Because you can do things that I can’t do and vise versa. But we 
have to learn to value women. We have to get rid of the misogyny.
We have to learn to value that being female is wonderful.
Michelle: "Do you see that emerging?"
Lilith:
Well, I’m hoping, I don’t see it as much as I’d like to see it. We 
have no rites of passage at a first menstrual period. We should be 
celebrating it if we think women are wonderful. We have no rites of 
menopause. We’re over the hill. Hallmark tells us what happens 
then. And that’s why I love being in a feminist women’s community 
because all of those things are celebrated.
Michelle: "What I’m hearing you say is that these things are valued and 
when they’re valued, you get more power."
Lilith: "Of course.
CHAPTER IV
DISCUSSION WITH REFERENCE TO LITERATURE
The Relationship of the Patterns in Student Change 
Chapter IV discusses the findings of this study on the dynamics of change 
from the perspective of participants in a Women Studies course. The three major 
categories of data, Classroom Dynamics, The Process of Change, and Women 
Studies and Beyond, relate to each other in that they each underscore a major 
transition in student transformation. The data found under Classroom Dynamics 
in Chapter III account for student change. The data in The Process of Change 
describe how change occurred in the participants. The data in Women Studies 
and Beyond relate how that change affected their lives. Participants in this class 
went from one state of being to another. They were transformed from a state of 
passivity to a state of empowerment.
The remainder of this chapter discusses those patterns found in the three 
data categories that account for the dynamics of change in the participants. It is 
divided into three sections and in response to the following questions: What 




Accounting for Change: Classroom Dynamics
How do we account for student change in this Women Studies class? Data 
found under Classroom Dynamics support the following pattern or conclusion: 
Change was facilitated bv the use of various pedagogical techniques which, in 
turn, allowed for classroom dynamics that could nurture its development. Data 
from this pattern account for student change as perceived by the participants in 
the study.
As a feminist, Lilith works from a critical education theory in that she 
teaches about dominance and subordination in society and ways to change it. 
Weiler (1988) says both the feminist and the critical education theory emphasize 
that social structures and knowledge are socially constructed and thus are open 
contestation and change" (p. 4). According to Weiler (1988), "W hat. . . defines 
critical educational theory is its moral imperative and its emphasis on the need for 
both individual empowerment and social transformation . . .  It emphasizes the 
need to develop critical consciousness in students as well as the need to change 
society (p. 6). McLaren (1992) says, "Critical pedagogy . . . provides an important 
and indispensable basis for a political and ethical revitalization of our schools as 
sites for self and social transformation" (p. 169).
Schniedewind (1983) says, "Feminism is taught through process as well as 
formal content. To reflect feminist values in teaching to teach progressively, 
democratically, and with feeling" (1983, p. 271). Westcott (1992) says change in
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Women Studies classes is informed in two ways. First by "purpose and goal" and 
second by the classroom process itself.
Through the classroom process itself we create changes in the forms 
of learning in student-teacher relationship, in the personal- 
intellectual mediation, in the dialogue and negotiations form which 
critical perspectives and transcending visions emerge, (p. 396)
A review of Lilith’s objectives for this class reveal her purposes and goals. 
At the end of the 16 weeks her student will possess a new knowledge about 
women and society, be able to think critically about the implications of that new 
knowledge--what it means on both a personal and professional level, acknowledge 
their own voice and gain skill in its use, and explore their own "contributions to 
social change."
Lilith works to develop a critical consciousness in her students and teaches 
the class as a process. The first step of this process is to create an awareness in 
students of the many women who have been excluded from the traditional canon 
of knowledge. She says she starts "that process of critically looking at ‘Why 
didn’t we know this?’ So we move into that place of . . . anger. . . .  So, it’s just 
moving, starting at that point and moving them."
Throughout this process, Lilith maintains a democratic rather than an 
authoritarian style as evidenced by the students who are "amazed" that she does 
not get angry with students for disagreeing with her. Shor says, "In the liberating 
moment, we must try to convince the students and on the other hand we must
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respect them, not impose ideas on them" (Shor & Freire, 1987, p. 33). Lather 
(1988) links an authoritarian teaching style with a disempowerment of students: 
"Reproducing the conceptual map of the teacher in the mind of the student 
disempowers through reification and recipe approaches to knowledge" (p. 569). 
Weiler (1988) points out:
It is precisely because the goal of feminist teachers is to raise 
questions and to make their classrooms places where accepted social 
reality can be questioned that allows these tensions to surface and 
to be expressed. In more authoritarian classrooms, students may 
simply reject what is offered as knowledge and not engage in 
dialogue, (p. 148)
If we look at the data under Classroom Dynamics in Chapter III, we find 
that much of what Lilith does as an instructor is to help students find their voice. 
Lilith uses her knowledge of psycholinguistics, psychology, and education to help 
students give birth to their voice. Much of her pedagogy aims to do this (i.e., the 
journals, the answers to the question of the week, her invitational phrases like 
"Talk to me" and 'Tell me about," and small and large group discussion). A 
review of her teaching style, her assignments, and her objectives, show numerous 
attempts to provide the opportunity for students to critically analyze definitions, 
subjects, thoughts and feelings in an atmosphere of interactive participation.
Klein (1987) claims that an interactive teaching style empowers students, 
making them eager participants in their own learning. According to Maher
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(1985), an interactive classroom climate of collaboration provides a nurturing 
environment for the emergence of voice. For silent students, Maher maintains 
that it is essential.
In their study of women’s ways of knowing, Belenky, Clinchy, Goldberger, 
and Tarule (1986) say the women they interviewed wanted a two-way knowledge 
flow. None of the women interviewed for the study "wanted a system in which 
knowledge flowed only in one direction" (p. 217). "The kind of teacher they [the 
students] praised and the kind for which they yearned was one who could help 
articulate and expand their knowledge: a midwife teacher." Midwife teaching 
draws on the analogy of childbirth. "Midwife-teachers help students deliver their 
words to the world" (p. 219).
Lilith knows and acts on the importance of drawing out her students’ 
voices. She says she wants her students to be "able to speak their voice and feel 
safe and feel comfortable and feel good about it." According to Weiler (1988), 
these pedagogical attitudes and techniques empower students. She says, "The 
empowerment of students means encouraging them to explore and analyze the 
forces acting upon their lives. It means respecting and legitimizing students’ own 
voices in the classroom" (p. 152).
This doesn’t mean that lectures are to be dropped. Shor says teachers 
should consider the lecture
. . .  as a verbal codification of reality rather than an oral transfer-of-
knowledge from the teacher to the students, a problem-posing
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illumination which criticizes itself and challenges students’ thinking 
rather than a delivery system of pre-packaged information passed 
out verbally in the classroom. (Shor & Freire, 1987, p. 40)
The example he gives of this type of lecture is very similar to the way Lilith 
lectures. We recall she engages the students in a dialogue, forming a matrix of 
student responses before she presents her lecture. Shor says:
The liberatory lecture is a critical, inspiring appeal to students, 
which grows out of a dialogue underway with them. The teacher 
who steps forward to make a presentation has to ask how his or her 
words are rooted in the discourse already shared in class, rather 
than being an academic performance in language and materials far 
from the student’s consciousness, (p. 41)
Shor says the liberatory or dialogic lecture is a reversal of the traditional 
lecture discussion format, in which the students speak in their own voices and 
"systematically invites students or audiences to think critically, to co-develop the 
session with the ‘expert’ or ‘teacher’ and to construct peer relations instead of 
authority-dependent relations" (Shor & Freire, 1987, p. 41).
Minnich (1983) says of Women Studies classes:
We ask of classes that they impart knowledge while raising critical 
questions; that they consciously explore rather than suppress the 
feelings and imaginative dimensions of knowing and thinking; that 
they help both students and teachers know themselves better for
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having talked together. . . .  We ask that our classes be more like 
intensely moving conversations than like workshops where masters 
train apprentices, or monasteries where priests initiate novices.
(p. 6)
Reuben and Cantarow (1977) point out that the goal in Women Studies is 
"teaching women to speak, to find their own voices and to hear those of other 
women" (p. 1).
Each of the participants interviewed in this study testified to Lilith’s success 
in bringing out their voice. Each one expressed a comfort level when it came to 
speaking their voice in class. Even Anne, who by her own admission had trouble 
speaking out, said that she could speak with no problem in Lilith’s class because 
she felt she was being heard.
Nemiroff (1989) warns of the dangers of Women Studies’ teachers who do 
not listen to their students and instead "settle into conventional ‘talking head 
pedagogy.’"
This is not only contradictory to our roots in the women’s movement 
and an egalitarian ideology of validation and empowerment, but 
given the emotionally volatile nature of much of the subject matter 
covered by Women’s Studies, one-way communication can be 
irresponsible. Those students who commit themselves to the study 
of women deserve recognition, validation and support when many of 
their most cherished beliefs and rationalizations are thrown up for
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re-evaluation. The primacy of "talking head pedagogy" means the 
silencing of students. While their need for maximum information is 
undeniable, imposed passivity will not help women find their 
authentic voice in an environment actively disconfirming their 
sovereignty and right to individual self-definition, (p. 3)
According to Nemiroff (1989), feminist pedagogy can help student voices 
emerge if two requirements are met. First is the understanding that 
"communication of feminist knowledge cannot be separated from its context"
(p. 10). Second is the understanding that feminist pedagogy must know its "role 
not only in evoking, but in mediating the emotions which surface" in the 
classrooms (p. 10). Nemiroff says, "The fact that the students ‘real lives’ are being 
shared in the classroom changes the dynamic of the feminist classroom, making it 
a place for their authentic voices to emerge-very often for the first time in public" 
(p. 10).
Nemiroff thinks that the techniques have developed over the past 20 years 
in feminists’ workshops that can be used to transform the classroom into a 
dynamic center of dialogue:
There are many interpersonal activities which can be developed in 
relation to cognitively dense course content. One can form students 
into small groups and give them a concept to decode together, then 
apply it to their own personal experiences which they share. By 
hearing other students’ interpretations and applications, they may be
109
asked to refine their understanding of the concept. Does the 
concept ring true to their experiences? An open class discussion 
helps process the different views developed in small groups. This 
way, they learn the value of dialogue and collaboration, of review 
and verification on the basis of their own and others’ experiences, 
and how to critique and refine their concepts, (p. 11)
Mechling (1990) says students must be active. Much of the activity and 
learning will be through the "skills of the dialogue" (p. 158). Writing exercises 
should be dialogical; oral communication skills should be through group 
discussion. Mechling urges professors to remember that the linguistic barrier is 
very real for race, gender, ethnic, and class differences, especially when speaking 
to an older white male in power. He says, "The goal must be for them [students] 
to learn how to participate completely in the conversation they will find in the 
public culture" (p. 158). If they don’t speak for themselves, their perspectives will 
not be heard; moreover, if they don’t speak for themselves, someone else will. 
"Either case is politically unacceptable in the good and just society" (Mechling, 
1990, p. 159).
Each student participant spoke in superlatives about Lilith and the 
personal gain they got from the class. Alice says it is one of the best classes she’s 
ever had. Anne is uncharacteristically emphatic when she states, "I’m not going to 
miss it" and refers to it as her therapy. Charlotte says the class gives her "a sense 
of vigor. Just waiting to hear what she’s telling us. To be exposed to something
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else beside something so narrow." Martin thinks Lilith is "amazing" as a teacher 
and thinks the class will make him a better teacher. Rita has maximum praise for 
this class:
I can’t praise this class enough. I honestly can’t. I found myself 
basically hanging on to her every word. Not that what she said was 
in stone . . . this is the way it goes--but I have never become more 
aware of women’s issues. . . . Sometimes I think give me a podium. I 
feel very strongly on some of my issues. I could contribute a lot 
because of this class.
When asked, "If you had to do it all over, would you take the class," 
student participants answered in the affirmative in definite terms and enthusiastic 
tones. All said they would recommend it to others. Alice thought it should be a 
required course for women. Both Alice and Anne thought that it would be 
beneficial for men to take this course. Anne wants her sons to take it to "get the 
woman’s point of view." Charlotte wants her daughter to take it. Martin thinks it 
should be a required course for teachers.
Devor (1988) reports a similar view from her Women Studies for Men 
course held at prison with an all-male population. She writes:
Overall the students expressed very positive feeling about the 
course: five of the twelve men who completed the course . . . felt 
that a similar course should be required of all students . . . two
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of them thought the course should be required for university 
graduation . . . one suggested that every inmate in the prison should 
be required to take the course, and another man said that he 
thought the course should be taught in the elementary schools 
before young people had a chance to develop bad habits. . . . One 
man had been giving [the class reading materials] to his wife to read 
along with him as he progresses through the course and another had 
been trying to get his 19 year old daughter to read the course 
materials in the hopes that the information would help her to 
become better equipped to take care of herself as she made her way 
in the world.
How Change Occurred: The Process of Change 
How does student transformation occur in this class? The data in Chapter 
III indicate the following pattern or conclusion: Student transformation was an 
incremental process marked bv transition points or stages. These transition points 
or stages were awareness, anger, voice, power, and before and after.
A brief, very simplistic model of this process can be explained as follows: 
When participants become aware of the culture of dominance and how this has 
affected their lives, they get angry. That anger then leads to voice, and with voice 
comes power. The process culminates with a before and after articulation of their
transition.
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Of course, there are other important factors in this process of change. For 
one thing, there is no time line on this process. While some people may be 
accepting at the awareness stage and go on to the next stages, others may be very 
resistant to counter-hegemonic information and go no further in the process 
(recall Lilith’s Bible student). Other’s, like Anne, find this new awareness "like 
therapy" and are not quite ready to move into the next stage of anger. Those who 
do may experience great frustration and disillusionment if their anger is not 
channeled constructively (Klein, 1987). The next stage, the emergence of voice, 
seems to happen gradually. Participants in this study exhibit different places in 
the continuum of voice from silent to strong. Several of the participants in this 
study seemed to have reached the power and the before and after stage.
A similar change process is identified by Shor (Shor & Freire, 1987), noted 
author and educator, whose major goal in teaching is to move students from a 
state of passivity to a state of action. He speaks of the process of change his 
students undergo as "a gradation of transforming moments." By that, he means 
the process by which his students move from passivity, to awareness, to dialogue, 
and finally, to social change. However, he is quick to point out that most of the 
time his students’ progress is slight:
Often, all I can accomplish in any single course is a moment of 
transition from passivity or naivete to some animation and critical 
awareness. Sometimes I can’t make a dent in the hold of mass 
culture on the students’ expectation. If students do engage each
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other in critical dialogue, I see that as an act of empowerment 
because they chose to become human beings investigating their 
reality together. If they examine critically some texts or articles I 
bring in, then I take it as a sign that their resistance to critical 
culture is declining and their immersion in mass culture is 
weakening. If they seriously study racism or sexism or the arms 
race, I read this as a starting point of transformation which may 
develop in the long-run into their choices for social change, (p. 34)
Freire (Shor & Freire, 1987) writes of the imperative that change can only 
be affected as a gradual process. He writes:
If teachers don’t think in terms of phases, levels, and gradations in a 
long process of change, they may fall into a paralyzing trap of saying 
that everything must be changed at once or it isn’t worth trying to 
change anything at all. Looking only for big changes, teachers may 
lose touch with the transformative potential in any activity, (p. 35) 
Shrewsbury (1989) adds, "It is particularity important for instructors to be aware 
of this process and to name it, discuss it with students, empower them by 
recognizing their right to understand what they are undergoing" (p. 332). 
Awareness
The first step in the process of student transformation is awareness. 
Bernard (1989) calls this "the Feminist Enlightenment" (p. 413). Lilith is 
conscious of this transformative process. That is why she starts her course with
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"innocuous" things at first. She introduces students to women of whom they are 
not aware-women in history from all walks of life who were not included in the 
traditional canon of knowledge. Lilith builds upon this introduction to a further 
study of the lives of women and their place in society.
By doing this, Lilith creates a setting for student awareness or 
enlightenment, a feminist enlightenment which, according to Bernard, refers to an 
inner and an outer epistemology. Bernard says, "The term ‘enlightenment’ may 
refer both to the collective process by which knowledge is generated and spread, 
or to the personal psychological process by which individuals experience the 
insights available from the knowledge" (p. 428).
Bernard says that historically ideas that eventually lead to collective 
enlightenment have been spread by both the sword and the word, by crusaders as 
well as missionaries. She lists various models that could be applicable to such 
enlightenments: "Alport’s J-curve . . .  or the diffusionist model used by 
anthropologists, or Lipman-Blumen’s crisis model. All might be applied to the 
spread of the Feminist Enlightenment" (p. 428).
According to Bernard, personal enlightenment can be likened to a kind of 
epiphany. She says it can be a spectacular conversion like that of the Biblical 
Saul on the road to Damascus or it can be a simple moment of truth, a sudden 
click of connection. Lilith hopes for that "click" among the students who are not 
as receptive or aware as some of the others. Lilith says:
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The ones who don’t appear to have opened up or become more 
aware, I consider that as having a seed planted in their heads. That 
eventually what we’ve talked about will click in as "Yeah, I got it. I 
know what she meant now."
Some students actively resist feminist knowledge (e.g., the two sorority 
women who argued "toe to toe" with Lilith). Bernard says that even these 
students can unexpectedly adopt the new enlightenment:
To some, enlightenment comes despite resistance even, in some 
cases, because of it. Sometimes, that is, the resister objecting to the 
feminist message finds unexpectedly that she has actually assimilated 
the new point of view. She has changed. With little awareness of 
the process, she has found that what she had once rejected has 
become matter of fact for her (p. 428).
We can recall, for example, the resistant sorority woman whose transformation 
was dramatically expressed when she confessed to Lilith, "You know, I really 
argued with you, but you will never know how much you changed my life. I feel 
for the first time that I am beginning to learn something."
Lilith uses a feminist critical approach to knowledge which, in essence, 
provides the purpose of raising student awareness. Westcott (1992) says:
The development of [the] feminist critical approach to knowledge 
begins with an awareness of our relationship to the historical 
contexts in which we live. Those who teach Women’s Studies
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courses are familiar with the process of developing this awareness.
It begins with the fact that in Women’s Studies courses women 
students are no longer studying material that is totally outside 
themselves, but are learning about the ways in which their social 
contexts have shaped them as women, (p. 395)
We can recall Rita telling us of her rapt attention to Lilith’s presentations 
on oppression. Rita said that Lilith was telling her life. She was actually 
experiencing what Lilith was teaching, so much so that Lilith could have written 
Rita’s name on the board as the topic for the day’s lesson. The connection 
between what was happening in her own life and what was being studied in class 
was so riveting for Rita that she says, "The days when she was talking about 
oppression, you could have screamed at me that there was a fire out there and I 
would have said, ‘Wait, I have to get this down.’"
Westcott (1992) describes the process Rita was going through:
In this process social knowledge and self-knowledge become 
mutually informing. Not only can students illuminate knowledge of 
themselves through understanding their social contests, but also they 
can test interpretations of their social contexts from the perspectives 
of their own experience. For them the personal becomes 
intellectual and the intellectual personal, (p. 395)
Rita was becoming aware of her own reality and that was an important 
step in the Feminist Enlightenment, but that is only a step. Further on in the
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course she began to learn of the realities of others. She speaks of learning of the 
differences between people and tells us of her new-found awareness that she had 
been looking at reality from her own perspective as a Euro-American woman.
She learned that there were multiple realities and that people who were not like 
her would look at reality from their own perspective. Cannon (1990) tells us that 
since there is no one single reality we must teach students to be aware of multiple 
realities. She also lists some ways teachers may do this:
Enhancing students’ awareness of multiple realities can be 
accomplished in many ways: through the readings we select, active 
learning projects, guest lecturers, films, and field trips. Awareness 
can also be enhanced by exploring the diversity among the students 
themselves. If students learn to hear new voices, to hear the 
diversity of opinions and personal histories that even in their own 
classrooms, it challenges their taken-for-granted view that there are 
limited approaches to problems and issues, (p. 133)
By providing writings, presentations, and films of women and men who are 
of differing ethnologies, spiritualities, sexualities, and abilities Lilith gives her class 
the opportunity to become aware of multiple realities. After Rita had read, The 
Color Purple, and essays by bel hooks and other African-American writers, she 
was able to re-think her position that "all women are as one." She concluded that 
by becoming aware of perspectives of those different from herself, she was 
entering a deeper understanding of reality and its many layers.
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Students also became aware of their similarities as well as their differences. 
Westcott (1992) says Women Studies courses offer a great possibility to connect 
the self to others, of finding those commonalities we thought specific to ourselves. 
Westcott says:
The great possibility of such courses where knowledge of the social 
world becomes personalized is the chance of connecting psyche and 
history. These are the moments when we discover that buried parts 
of ourselves are held in common with others. These experiences of 
consciousness-in-history are exciting not only because they reveal to 
us knowledge of ourselves that we have buried and forgotten but 
also because they link us to others through the experiences that we 
hold in common. To study the history of women, especially as it is 
recorded through the consciousness of women themselves, is to set 
the opportunity for discovering how one’s life experiences are 
connected to those of other women, (p. 395)
Anne made the connection between her personal knowledge of silence and 
control to the fact that they were global issues as well. This awareness of 
connection is also in Charlotte’s realization that her experience as an abuse victim 
was not an isolated incident. By listening to members of the class, by reading her 
assignments, and learning of abuse issues from Lilith, Charlotte came to realize 
that she was not the only one with that experience: "I’m not the lone ranger out 
there as having all this stuff come down."
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Anger
As students continue to learn about the history of women, the treatment of 
women, misogyny, sexism, androcentrism, patriarchy, the invisibility of women in 
positions of authority, the exclusion of women from the canon of knowledge etc., 
they move into a place of anger. Shrewsbury (1989) says, "When women students 
begin to discover ways in which they too have been discriminated against, they 
may respond with rage, anger . . ." (p. 332). There are many references to this in 
Chapter III. For example, Lilith confirms that the first reaction students have 
once they are aware of societal inequity is anger. Alice mentions two things that 
angered her: the names of women ignored by the canon and the fact that the 
younger women in the class did not believe that they were living in a patriarchal 
society. Charlotte was angered by the feminization of poverty and the fact that 
women have to fear for their safety. She was also angry with the people who 
abused her. Martin was angered by insensitivity of others to the horrors of war. 
Rita was angered by her oppression. She says, "I was very angry at myself for not 
seeing this. I was angry because I thought I was ignorant. I was angry at the 
people who were doing this to me."
All the participants, except Anne, expressed some anger in relation to their 
enlightenment and their own epiphany. They are forthright about their anger and 
speak from a kind of righteous indignation. Anne, on the other hand, has not 
reached the anger stage. She has yet to have an epiphany, a moment of truth, 
when she can see and articulate her own oppression and be able to vent the rage
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that she "stuffs." Until then, she will probably avoid anger "because it makes life 
easier" and because she is used to stuffing her anger and letting it "mellow out." 
The closest she came in our interview to releasing anger was when she was 
relating the story of how condescending her doctors were to her and how they 
devalued her concerns. After relating the story, she managed a small, barely 
audibly sigh and said, "I don’t need this."
According to Nemiroff (1989), the classroom can be "the locus of angry 
behavior. Manifestations may include stone-walling, angry denial, defensiveness, 
and accusatory behavior" (p. 10) which can be directed at the teacher or laterally 
among the students. Lilith confirms this. "We don’t learn anything until we 
create some dissonance. . . . The students really do get angry with me, but they 
come back." She says that at first the anger comes out sideways and backwards, 
but after a while it becomes much more productive.
Shrewsbury (1989) says anger "may turn to despair, denial, flight, or a random 
striking out until or unless the student continues her studies and begins to see 
ways to exercise agency in the system, to understand work for social change"
(p. 332). Westcott (1992) concurs, "The discoveries that produce anger also 
intensify understanding" (p. 396) but cautions that students must be shown a way 
to channel that anger. She says if there is "no hope for directing the anger that is 
often generated by the critical awareness, [then] we are left with paralyzing fury 
or hopeless resignation" (p. 396). Lilith speaks of productive anger as do 
Charlotte and Rita. By that, they mean correcting a wrong or finding a solution.
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Rita expressed the process of channeling this anger: "At first it was a lot of anger, 
and then it was ‘OK, I’m angry, let’s do something about it.’" Charlotte said, 
"Instead of sitting down thinking I’m defeated, I’m looking for different avenues."
Thome (1989) discusses anger as a subject in her Women Studies class in 
conjunction with literary texts. She says:
We talked about connections between thinking and passion, 
especially feelings of anger . . . Many of them [students] talked 
about anger, "I feel angry about my experiences as a woman and I 
want to know why"; "I’m a biology major, and I’m in a continual 
state of rage at the way I’m treated;" "feminists’ anger makes me 
feel defensive as a man." We discussed sources of anger, the risks 
of getting angry, ways anger can be misdirected but also provide 
information, spirit and energy, relationships between anger and 
social change, anger and hate, and anger as both paralyzing and 
leading to action, (p. 317)
Klein (1987) says that anger in the Women Studies classroom comes from 
two sources, the curriculum and the classroom process itself. She says anger 
"emanates from the course content as well as the classroom process (including 
teacher/student and student/student dynamics) and that is directed both at 
patriarchal society at large and at the individual teacher/students in the WS 
classroom" (p. 201).
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Culley (1985) says both teachers and students must acknowledge their 
personal anger as righteous and legitimate. She says:
The real danger of the anger in the feminist classroom . . .  is if we 
cause our students to assume the burden of emotions we will not 
acknowledge as also our own. When we cease to be apologetic 
about anger, and rather claim its legitimacy, we thereby neutralize it 
as a weapon to be used against feminists. Yes we are angry and the 
feminist classroom is one arena where the historic, social, economic, 
cultural and psychological sources of that anger can be studied.
Anger is one important source of the energy for personal and social 
change in facilitating the transition from passivity to action, (p. 216)
It is interesting to note that in his discussion of the process of change Shor 
(Shor & Freire, 1987) does not indicate anger in his "gradation of change" (p. 33). 
Perhaps he would see more change in his students if this acknowledged energy 
source were added to his class in some way.
Voice
Voice follows anger. Voice is an important concept often referred to by 
feminist scholars who "by the late 1970’s . . . had begun to describe and contrast 
the private domestic voice of women with the public voice of men and to tie such 
differences in voice to sex-role socialization" (Belenky et al., 1986, p. 18). Gilligan 
(1983) heard and wrote about this different voice in her study of personal 
decisions and morals, In a Different Voice.
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Voice takes on an expansive definition-one that incorporates literal as well 
as figurative meanings. Voice is opinion, stance, postulate, values, beliefs, the 
true self. It is more than "academic shorthand for a person’s point of view," it is 
also "a metaphor that can apply to many aspects of . . . experience and 
development" (Belenky, et al., p. 18). The authors of Women’s Wavs of Knowing 
give examples of connotations of voice and silence from their five-year study of 
women’s development of voice and self: "Speaking up, speaking out, being 
silenced, really listening, really talking, words as weapons, feeling deaf and dumb"
(p. 18).
One can review the data in Chapter III and find similar references to voice 
and silence. For example, we recall Anne’s silence with her husband. She says if 
she talked to him and expressed her opinions that he would have a better idea of 
where she was "coming from." She does not do this, because, in her words, "It’s 
kind of hard...when you’re up against a brick wall. It’s easier to ignore it." Anne 
also talks of stuffing her words back down rather than voicing them: "The words 
get stuffed-and when the words get stuffed, the feelings get stuffed along with 
them."
Charlotte speaks of her parents trying to silence her voice, blaming her for 
their abusive treatment of her:
My dad [said], "Well if you wouldn’t have opened your mouth I
wouldn’t have abused you." I asked for that? I’m an eleven-year-
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old girl! My mother gave me that impression to me. [She said],
Well just don’t say anything and then he won’t bother you."
In her discussion of the principles and models of change, Minor (1989) 
stresses the importance of voice in the process of change. "The process of 
individuals talking to one another, in twos, threes, in small groups and eventually 
in larger groups" is fundamental to change.
In order for reflection to occur, the oral and written forms of 
language must pass back and forth between persons who both speak 
and listen. . . . Sharing, expanding, and reflecting on each others 
experiences such interchanges lead to ways of knowing that enable 
individuals to enter into the social and intellectual life of their 
community. Without them individuals remain isolated from others; 
and without tools for representing their experiences, people also 
remain isolated from the self. (Belenky et al., p. 26)
Brazton and McLaughin (1992) agree with Minor when they write, "It is 
our silences which immobilize us not our differences" (p. 284). Thorne (1989) 
links silence with a fear of taking risks:
In general, silence may be related to fear of saying the wrong thing 
or of showing emotions. Students may fear the judgment not only of 
the teacher, but also of other students, who may seem frighteningly 
anonymous or frighteningly well qualified. . . .  In classroom
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generally, silence may be a way to avoid taking risks, to avoid 
getting involved, (p. 316)
Nemiroff (1989) says students are socialized into telling their professors 
what they want to hear. She says that schools deny the voices of their students 
and writes, "One of the functions of feminist pedagogy must be to help...students 
break that silence . . (p. 9). Lilith works from this assumption and articulates
her understanding of the importance of voice in a Women Studies class. She says 
"The whole idea of Women Studies is for women to find their voice."
The emergence of voice in the change process is an important stage in 
student transformation. There is a clear difference in participants before and 
after the emergence of voice. Students whose voices had emerged had much 
stronger voices at the end of the class than at the beginning. As a result, they 
could do and say things they could not do or say before the emergence of voice. 
The students and the instructor emphatically refer to the emergence of voice and 
its empowering effects.
Even though the emergence of voice is the most decisive and pivotal 
change, we must remember that it, too, relies on process. The participants in this 
study are clearly not in the same stages of voice. Anne is still struggling to let her 
voice come out. She has learned to deal with overt forms of oppression with 
silence. She is at the point where she can be analytical about her voice. She 
makes numerous references to her silence. We recall she deals with her 
husband’s anger by stuffing her words and feelings. Anne says it is a choice, and
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she concedes that it may not be the best one, but she chooses silence because "it 
makes life easier." For example, she chooses to avoid subjects she knows will 
make her husband angry. She says she is overwhelmed by his "big blustering 
opinion." She avoids re-introducing the explosive subject at a later, cooler time 
saying, "And I just hate to start it up again because I’m just going to hear the 
same thing again." She is overpowered by other voices of authority as well. She 
says the doctors don’t listen to her and make her feel like she is "dumb."
Even though Anne’s voice is weak, there is evidence that it is emerging 
nonetheless. By her own admission, she says she can speak in Lilith’s class, and to 
her sons, to anyone except her husband. She also knows the importance of voice 
when she refers to "making yourself heard" as a "big stick." She praises Lilith and 
says, "I feel like she’s listening to us." Finally, perhaps the most illustrative and 
metaphoric example of her emerging voice is the long time it took for her to 
respond to my question, "Would you call yourself a feminist?" After a nine- 
second delay, she said very softly, "Yeah, but not blatant."
Unlike Anne, we can see a robust emergence from silence to voice in 
Charlotte, Martin, and Rita. The emergence of voice is a turning point in their 
lives; they each were empowered to take a stand on an important issue. Charlotte 
emphatically vowed that she would never again be abused and having said that 
made up her mind to express a grievance to the dean about her treatment in 
another class. She said, "I will never accept anybody else’s crap. I know I would 
not have gone to the dean if I had not reached this point." Charlotte conceded
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that she would get "in trouble" for using her new-found voice but was also pleased 
that she was taking some action instead of "sitting down thinking I’m defeated."
Martin was the only one in a class of 100 students to speak out for 
humanity. When asked how he felt about speaking out, he said he had to, he 
could not "hide" from his voice any longer, he had to "break the silence." Rita 
was the only student in her public relations class to identify herself as a feminist 
and also go on to give that class a presentation on feminism. When Rita speaks 
of her voice, she links it with her sense of self. She says that with the emergence 
of voice, she has become more assertive of her own rights as a person. When 
asked to be more specific, she responds without a moment’s hesitation, "Saying 
what’s on my mind, not feeling that I’m walking on egg shells. Knowing now that 
I have a voice and that I am somebody."
The stands that Charlotte, Martin, and Rita took point to a clear and 
decisive emergence of voice. It was not easy or without some anguish, and yet the 
act of taking a stand was empowering. Weiler (1988) says when teachers respect 
and legitimized "students’s own voices it empowers them" (p. 152). She says 
empowerment of students means encouraging them to explore and analyze the 
forces acting upon their lives. It means respecting and legitimizing students’ own 
voices in the classroom" (p. 152). This, in itself, is transformative. Code (1991) 
speaks of it as a metamorphosis. The first phase being an "inner private 
transformation." She goes on to say that the developing discourses which emerge 
"are themselves empowering, informing innovative practices, and producing a
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resistance against domination that signals profound inner metamorphoses (Code, 
1991, p. 324). The stands that Charlotte, Martin, and Rita took attest to their 
"resistance against domination" and their "inner private transformation."
Alice is the only student participant who already had a well developed 
voice before taking the class. The fact that she expresses her attitudes, emotions, 
uncertainties, and theories with ease provides testament to an expertise in the use 
of her voice. In voice, she is very much like the constructivist women in the 
Belenky et al. study, which describes five different perspectives from which women 
view reality and draw conclusions about truth, knowledge, and authority. In 
describing women in the constructed knowledge category, the authors state:
These women were all articulate and reflective people. They 
noticed what was going on with others and cared about the lives of 
people about them. They were intensely self conscious in the best 
sense of the word-aware of their own thought, their judgments, 
their moods and desires. Each concerned herself with issues of 
inclusion and exclusion, separating and connection; each struggled to 
find her own voice-her own way of expressing what she knew and 
cared about. Each wanted her voice and actions to make a 
difference to other people and in the world. (Belenky et al., 1986, 
p. 132)
Alice is a bit impatient with students, particularly the younger ones, whose 
voices have not yet emerged. She is also somewhat incredulous that the issues
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she marched and protested for in the ’60s have not been resolved. She does not 
seem to be as passionate about her voice as Charlotte, Martin, and Rita are about 
theirs.
The importance of voice in a Women Studies course is better understood 
once we recognize the fact that we live in a culture not of our own making.
Those who have the greatest power and control are also the ones who define our 
world. Choldin (1991) says, "They have taken the experience of a specific group 
as paradigmatic of human experience. This violates the concept of universality"
(p. 6). From a feminist view, those who have been excluded must speak out and 
be heard if they are ever to achieve equity. Schaef (1981) speaks of the 
difficulties of developing a language that enables women to adequately express 
their experiences. The difficulty stems from being trained in an educational 
system that is not their own. Dumont (1986) agrees that gaining voice can be 
difficult and says, "Silence has made words unavailable or difficult to use in a way 
that sounds true to one’s experience--in addition, gaining voice depends on 
someone being willing to listen" (p. 15). Lilith listened to her all students, not just 
the ones she agreed with or said what she wanted to hear. As a result, the 
students testified to an ability to speak freely in that class.
The difficulty of expressing voice may be explained in several ways. The 
first may be a kind of cultural passivity in which we consider silence and 
dominance as normal. The second may be by a cultural ignorance or obviousness. 
Often we are not even aware of the silence of those who are not heard and of the
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dominance of those who are. It takes an extraordinary perception to recognize 
the fact that we live within a societal, political, and cultural framework fashioned 
largely by dominant others. We do not recognize this until it’s pointed out to us 
in some way. It is a bit like living in an overcrowded, industrial, urban area, and 
not noticing the clatter and rumble of the city sounds until you experience the 
quiet of the country. So, too, has the sound of dominance gone unnoticed. Millet 
(1992) points out that this situation "is a case of that phenomenon Max Weber 
defined as herrschaft, a relationship of dominance and subordination" (p. 63).
Poet Rich (1979) puts it this way: "Where language and naming are power, silence 
is oppression . . ."
Power
The kind of power that follows voice is not power "over" but power "to." 
Miller (1992) says that "destructive attributes . . . are not necessarily a part of 
effective power" but more "a part of maintaining a dominant-subordinate system" 
(p. 245). Miller says power arises from a resistance to dominance. She writes of 
moving out of that position from which one has been dominated and what that 
actually entails:
To move out of that position requires a power base from which to 
make even the first step, that is to resist attempts to control them.
And women need to move on from this first step to more power- 
the power to make full development possible, (p. 245)
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Power in some degree can be noted in all of the participants in this study. 
Anne may be in a kind of pre-power stage in that she did take the Women studies 
course, even though her husband thinks it is "garbage." She is also very definite 
when she says, "I’m not going to miss it." She is taking those first steps to resist 
her husband’s attempts to control her. When asked if she felt any stronger for 
having taken the class she said, "Yeah, just because of an awareness. That does 
empower you."
Alice seems to have been a resister all her adult life and seeks the "power 
to make full development possible" (Miller, 1992, p. 245). She shows a resistance 
to the dominance of an androcentric education by calling into question the fact 
that she has only had two female professors at the university and the fact that 
there is only one women theorist in the textbook for her social theory class. She 
is resistant to the typical division of labor where women doing all the domestic 
work is normative. She was also a resister as a young woman and actively 
participated in protest marches for Civil Rights.
This class has helped Charlotte take those first steps and keep on going 
toward a full development of her power to control her own life and define who 
she is and where she wants to go. She says, "I have the power, it gets me through 
every day . . ." Her sense of power is helping her on a very personal and private 
level. It is helping her resist dominance. Charlotte was able to articulate her 
power through her words and their implication. For example, she spoke of "the 
power of ‘No. I will never be abused like that again . . She also refers to her
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power when she expressed her grievances to the dean. "I have a power. I went to 
the dean and I may keep going."
Martin’s sense of power is more like Alice’s social activism. He has been 
empowered to break the silence and is starting to do that. We see him 
confronting sexist ideas with friends and extremely ethnocentric ones in his 
political science class. He knows that being a male does have its privileges in a 
sexist society, just as being a Euro-American has its privileges in a racist society. 
He does not mention gaining personal power or resisting a dominating force over 
his own life. He is, however, able to reflect on the male aspects of dominance 
and attempts to identify those he finds in himself.
When Rita started the process of resisting the oppression in her life that 
she had come to accept as normal, she experienced a boost in confidence and 
strength. She said, "I think the abuse issue and the oppression, between the two, I 
think I really started feeling a lot stronger about myself. The confidence really 
grew." It grew to the point where she could give a presentation on feminism to 
her public relations class, and to the point where she was considering entering 
politics because she wanted to a feminist voice to be heard in the political arena. 
We can see in Rita the emergence of a power which brought about a personal 
change and agent for social change. As she learned to be a resister, she became 
empowered to affect a personal change as well as a public one as well. Lorde 
(1984) says, "Our acts against oppression become integral with the self, motivated 
and empowered from within" (p. 58).
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According to Bernard (1989), along with the feminist enlightenment comes 
the power to challenge those who exclude the democratic in favor of and elitist 
few. She writes:
If it is true that knowledge is power, it is a special kind of 
knowledge, the kind that challenges an old consensus.... In the last 
analysis, power in a democratic society rests on the consent of the 
governed that is on a consensus. If women no longer give consent 
to the male definitions of any and every situation, if they no longer 
conceded to males exclusively the right to define or to name, that 
constitutes a kind of revolution in and of itself, (p. 421)
Before and After
Three students, Charlotte, Martin, and Rita, seem to have experienced the 
most change in the class in that all three went from silence to empowerment in a 
clear passage from stage to stage. Each seemed to experience an epiphany or 
rebirth. Before, they were one way; after taking the class, they were transformed. 
What they experienced was similar to the early feminists who were an integral, yet 
devalued, part of the Civil Rights movement. Bernard (1989) writes:
After participating as equals in a decade of activism these bright, 
energetic, committed women did not relish such downgrading. For 
some it produced an epiphany that removed blinders from their 
eyes. They now could see what the structure of sexism was, the 
invisible paradigms that shaped it, the infrastructure, in brief, that
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had been so long in place that it had become normative, invisible.
It was an enlightenment whose time had come. (p. 423)
Alice seems to have changed the least in this class. She entered this class 
as a feminist, well aware of sexism, and of the goals of feminism. She was beyond 
the stage of having the blinders removed and the anger that seeing sexism for the 
first time might have produced. Her voice is strong and she is assertive. She 
knows she has a certain amount of power, but it is almost as if she is on a kind of 
automatic pilot. She has none of the zeal or passion that Charlotte, Martin, and 
Rita have. She speaks with a kind of weariness that precedes burnout or 
dissolution.
Anne’s transformation is still in the early stages of the change process. It 
will not be hurried. She seems to be in the awareness stage, keeping her anger 
and her voice in check. She equates assertiveness with having a voice and 
attributes her desire to be more assertive to the class. When asked if the class 
had changed her in any way, she says she would be able to say things she couldn’t 
say before but it would take a certain amount of anger for her to do so. She says, 
"I’m not a very assertive person, so it’s hard for me to speak out. But I think now, 
if I was angry enough, or if something was really bothering me, yeah, I would."
Charlotte, Martin, and Rita have had moments of transition that they 
articulate metaphorically that incorporate the before-and-after experience. They 
are all physical sensations. Charlotte speaks of the release of the choker chain;
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Martin speaks of having to speak out or explode; and Rita talks of not having to 
walk on egg shells anymore.
All except Martin said they would call themselves feminists. Martin 
believes in feminist ideals which incorporates the principles of equity and social 
change (Humm, 1992). However, he has the impression that the term only 
applies to women. Of the four women who said they were feminist, three said 
they did not consider themselves to be so at the beginning of the class. Lather’s 
(1988) research on the changes in students in a Women Studies course indicates 
similar responses. Lather reports one student’s response:
When you asked us where we stood on feminism at mid-term, it was 
the first time I became upset in the class. I didn’t feel it was right 
to let myself change so much in such a short time (p. 574).
The sorority student articulated the before-and-after experience to Lilith. 
Lather reports on the students in her study saying, "My eyes are opened." "Why 
didn’t I see that before?" "It’s like I’m just waking up." "I didn’t know how much 
I didn’t know" (p. 574).
How Change Affected Participants’ Lives:
Empowerment in Women Studies and Beyond 
Data in Chapter III give support to the following pattern or conclusion: 
Students in this Women Studies course changed in terms of their feelings, 
thoughts, attitudes, and behaviors. In turn, these changes empowered them to 
address private and public concerns and to form a praxis for personal and societal
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changes. In this study, we see the emergence of students as change agents. After 
16 weeks we do not, and cannot, expect to see evidence of this in spectacular 
ways. What we do see, however, is a transformation in progress, an empowerment 
of students to live their lives a little differently than before.
Women Studies and Education
The data in Chapter III confirm how change has affected the participants’ 
lives in this class and then in other classes. Lilith says she can see the "light bulbs 
flashing" on when realization sets in.
Shor (Shor & Freire, 1987) says, after years of dull and boring teacher-talk, 
students "no longer expect education to include the joy of learning, moments of 
passion or inspiration or comedy or even that education will speak to the real 
conditions of their lives" (p. 40). Shrewsbury (1989) says:
Much of traditional education has been geared to keep people from 
making connections between their own lives and the material 
studied. . . . The feminist classroom allows students to break down 
those barriers between the text and people’s everyday lives. . . .
There is a special joy to being part of a community and feeling 
empowered within that community. The classroom can be such a 
community, (p. 332)
This breakdown of barriers and community empowerment is exemplified in 
the unique method Martin presented his report on The Daughters of Copper 
Women. He had a large shell with smaller shells inside and gave each of the
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students one of the small shells and gave the large one to Lilith because their 
knowledge had come from hers. L ilith’s description of this scene with the 
candles burning, the lights low, and the sharing of shells and hugs in a circle 
touched one woman so deeply that she was able to candidly articulate her 
transformation to Lilith: "I really argued with you . . . but you will never know 
how much you changed my life. I feel for the first time that I am beginning to 
learn something."
Learning from Lilith, a teacher with a liberatory pedagogy, specifically 
critical feminist pedagogy, was transformative. Freire (Shor & Freire, 1987) says: 
For transformation, we need first of all to understand the social 
context of teaching, and then ask how this context distinguishes 
liberating education from traditional methods . . . Liberatory 
education is fundamentally a situation where the teachers and the 
students both have to be learners, both have to be cognitive 
subjects, in spite of being different. This for me is the first test of 
liberating education, for teachers and students both to be critical 
agents in the act of knowing. (1987, p. 33)
In line with Freire, Fine (1991) attributes transformation in both student 
and teachers with a liberatory pedagogy that is transformative, "that is intellectual 
work in which students and teachers think in terms of both epistemology (ways of 
knowing the world) and activism (ways of acting in the world)" (p. 106).
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Freire (Shor & Freire, 1987) says teachers must stress that "the roots of the 
problem are far beyond the classroom, [they are] in society and in the world"
(p. 33).
The context for transformation is not only the classroom but extends 
outside of it. The students and teachers will be undertaking a 
transformation that includes a context outside the classroom, if the 
process is a liberating one. (Shor & Freire, 1987, p. 33)
Weiler (1988) says"
Feminist teachers are articulate and reflective about their goals in 
teaching. Their goals and teaching practice reveal a commitment 
both to critique and analysis--both of texts and social relationships-- 
and to a political commitment to building a more just society. As 
women who are conscious of sexism, issues of gender and sexism are 
naturally important to them as they reflect upon their goals in 
teaching. But for many of them feminist goals become human 
goals: "human" in their discussions is often used interchangeably 
with humane implying care and concern for their students as human 
beings, (p. 113)
Lilith says Women Studies students start asking questions in other classes, 
challenging dominance and discrimination when they see it. The data in Chapter 
III verify this. For example, Alice is critical of her program of study because of 
the absence and the invisibility of women’s issues and feminist scholarship. She is
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at the end of her undergraduate program of study and, to date, has only been 
assigned to study one woman theorist to read, and has had only two women 
teachers at this university. Anne, who has the same program of study, denies any 
sexism in her discipline, but quickly adds that she may be "living in a fog." 
Charlotte refuses to accept unfair treatment in her classes instead opting for an 
assertive voice. Martin is checking elementary textbooks for sexism, reading 
about women in history with a new understanding of their importance, and 
challenging insensitivity. Rita has already given a presentation on feminism in 
another class. She says that women’s issues are seldom mentioned in her public 
relations classes. She says that now she will work toward increasing awareness of 
women’s issues in her other classes. She is so inspired, she says, "Just give me a 
podium."
Women and Home
Alice is angry because she has seen her own voice diminish in the power 
dynamics between herself and her husband. She has noted this with other women 
with strong voices as well. She says:
I have a strong voice here, but it has made me even more aware 
and angry about the fact that you can be an older student with a 
strong voice and good grade point average, but once you walk 
through that door leading to hubby and hearth again, your voice is 
diminished completely. That doesn’t change. And I don’t think it 
changes a hell of a lot for women . . .  in positions of real power.
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. . .  I think [for] a majority of us, unfortunately, if you’re in a 
marriage it’s the rules of this patriarchal society, it’s the myth that 
we bought into and you really have to think if you’re going to 
change things in your own little house.
Belenky et al. (1986) found this diminishing of voice in their study. They
write:
Even among women who feel they have found their voice, problems 
with voice abound. Some women told us, in anger and frustration, 
how frequently they felt unheard and unheeded-both at home and 
at work. Once a woman has a voice she wants it to be heard. . . . 
However, many women told us of the anger they felt when no one 
listened or when their womanly voice was dismissed as soft or 
misguided. Most constructivist women feel that women have a 
special responsibility to try to communicate to both men and women 
how they view things and why they value what they do, even though 
they feel that their words may fall on deaf ears. In addition to the 
accounts about problems in the workplace, we heard stories about 
the conflicts and silence between women and the men they cared 
for. Especially in talk between the sexes, dialogue can stumble on 
discrepant assumptions and edge toward silence or anger or both.
(pp. 146-147)
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Anne is in an awareness stage. Her anger and her voice have yet to 
emerge. Change for her is measured in smaller increments of transition. Because 
of the power dynamics at home, she hides her Women Studies books from her 
husband and attends each session of class without his knowledge. She speaks of 
control and silence in her marriage. She speaks of being up "against a brick wall." 
Just enrolling in and faithfully attending the class may be a substantial change for 
her especially when she knows how harshly her husband views feminist issues. 
However, when responding to the question, "Do you like going to the class?" she 
uses a different, very emphatic and demonstrative tone of voice and choice of 
words: "It’s the only class I have on Tuesdays and Thursdays. I drive 40 miles.
I’m not going to miss it."
Both Anne and Charlotte say they now share some of the issues that 
they’ve been studying in class with their adolescent children. Martin says he is 
trying to raise his two-year-old son in a non-sexist way. Rita has no children but 
says if she ever does have children she will definitely speak with them of the 
issues she has become aware of.
Rita says taking the class has affected the way her male friends and family 
members have responded to her. For example, she has been told that that she is 
"too lippy" now and has been asked why she hates mien and if she is a lesbian.
Rita’s epiphany, or moment of truth, came when she realized the extent of 
her husband’s domestic abuse towards her. She now is stronger and more 
assertive and no longer tolerates verbal and psychological abuse. At the moment
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she came to realize that this was not normal, she changed. She refused to submit 
to it any longer: "And all of a sudden I felt, well no, I don’t have to accept this as 
normal behavior." She now believes in herself and her capabilities. Now she no 
longer walks "on egg shells." Rita now says what is on her mind and knows that 
she is "somebody": "I figure that I also have a right to my opinion, and I’m not 
asking you to agree with it, but I do have an opinion, this is what my opinion is, 
like it or lump it."
Goals for Women
Comments on goals for women came only from Alice and Anne. Alice and 
Anne have very different views. Both speak of women’s goals for equity and 
social change from their own perspective. Anne see progress but says it is slow. 
She responds without hesitation that things are improving for women. Alice, on 
the other hand, perceives backsliding. She thinks that women must be educated 
and must get into positions of authority before change will occur. She says she 
does not see female role models in her discipline. Whether they are there and 
ignored, or really do not exist, Alice thinks that "women have a lot of work to do."
CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Imagine a culture predicated on equality. . . . Imagine . . .  a citizenry 
educated to think and m ake judgements about what is significant, 
interesting, good, and useful that do not replicate the old false 
judgements made and built into our very modes o f thinking when only 
the few were considered really human, let alone important.
(Elizabeth Minnich, 1989, p. 292)
Summary
The purpose of this study was to describe the teaching and learning 
experience in an Introductory Women Studies course. Specifically, it was of 
interest to explore how people acquire and transmit counter-hegemonic 
information and to describe their perspective regarding the dynamics of change.
The procedures used were participant observation and interviews. The 
class observed was an Introduction to the Study of Women. Two sessions a week 
for four months were observed. My identity as a researcher was withheld until 
the third month. At that time, I stated my purpose in observing the class and my 
desire to ascertain student perceptions of the class.
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There were six participants in this study; five student volunteered to be 
interviewed, as did the course instructor. One student was male; all were 
undergraduates; all were undergraduates; all were over 30 years old; and all were 
Euro-American. Interviews with each participant lasted from 30 to 45 minutes. 
The instructor was interviewed twice, the students once.
Data were collected from field observation notes made in the classroom, 
tape recording and transcriptions of interviews, the class syllabus, and the 
handouts. Data were then coded. Major categories that emerged from the data 
were Classroom Dynamics, the Process of Change, and Women Studies and 
Beyond.
Data from Classroom Dynamics revealed a strong connection between the 
purpose and goals and the educational strategies of the instructor’s pedagogy.
The class was conducted as a strategy for change in an atmosphere of tolerance. 
Student evaluation of the class suggested that students liked this class, thought 
they derived personal benefit from it, and would recommend it even to the extent 
of having it a required course. In addition, participants said they had learned 
things in this class that were of personal value to them. The data also suggest 
that the student participants, all older-than-average undergraduates, perceived a 
link between their life experiences and class material which, in the main, was 
counter-hegemonic. My observations of traditional college-aged students and the 
perceptions of the participants indicate that older-than-average students accept
145
and agree with counter-hegemonic information more than do traditional college- 
aged undergraduates.
The Process of Change category of data identified and described five stages 
participants go through in student transformation. The stages were awareness, 
anger, voice, power, and before and after. Three participants went through each 
of the stages. This transition was experienced in the course of the semester. One 
participant remained in the awareness stage and another, a feminist of long 
standing, seems to have undergone initial changes prior to the class. She had 
already gone beyond personal change to work for social change years before she 
took this class. Although these stages seem to follow a linear order, it may be 
that manifestations of particular stages are situation specific. For example, one 
may have a strong voice outside the home but have a diminished voice inside the 
home. The three students who experienced each stage seemed to have had some 
sort of epiphany, conversation, or moment of truth that empowered them to do 
things that they said they never would have done before.
Data from Women Studies and Beyond described participants beyond the 
Women Studies classroom. In other classrooms and beyond the doors of the 
university to the workplace and to home, four of the participants were empowered 
to speak out against an undemocratic domination. Three of the participants were 
able to do this within the university; one was able to make a personal change 
involving domestic abuse. Participants describe the connection between Women
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Studies and education. Two of the participants also described negative responses 
from their husbands concerning their enrollment in the class.
Data from Classroom Dynamics were used to answer the question, "What 
accounts for student change?" Discussion of the data with regard to the literature 
indicated that there is a strong connection between the type of pedagogy used and 
student transformation. Data from the Process of Change were used to answer 
the question, "How does change occur?" Data from Women Studies and Beyond 
answer the question, "How did change affect student lives beyond the classroom?"
Limitations
There were no undergraduate participants of traditional college age in my 
study. It would have added to the texture of the study to have interviewed at least 
one. I went into the study hoping to explore how people transmit and acquire 
counter-hegemonic information. I had in mind traditional college-aged 
undergraduates for this study. However, that group did not volunteer to be 
interviewed. Those who did volunteer were all older than average. Reflection of 
this leads to speculation. Was it that they were ready to share information?
Were they the few who were the "true believers"? Did they stand to gain anything 
by being interviewed? It may also have had more to do with mundane matters 
like time constraints and availability. These people were easy to reach by phone. 
Usually one telephone call was all that it took to make the interview 
arrangements. Also they remembered and kept their appointments. As far as my 
attempts to secure younger undergraduate volunteers, the ones I tried to contact
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were never home when I called. One student even gave me a bogus number.
The one with whom I finally did make an appointment never showed up.
Since the findings of this study focused on the process of change in 
students, it may have enriched the data to have interviewed participants more 
often throughout the semester. Multiple data points would have marked the 
progress of participants through the stages of the change process.
The auditorium was not conducive to observe facial expressions. As a 
result, I missed out observing nonverbal facial expressions. I would have liked to 
have been able to see the participants clearly. Because I did not, the visual 
observations are not as rich as they could be.
We must also remember that this study is not an ethnography and, as such, 
did not have the benefit of years in the field. I could have conducted shorter 
spur-of-the-moment interviews with more students; however, that would have 
involved a greater risk of revealing myself too soon and perhaps unduly 
influencing the class. However, the very fact that I was there and my presence 
was known to the instructor, and later to all of the students, must have had some 
influence on the study.
Conclusions
Data gathered from the three categories, Classroom Dynamics, the Process 
of Change, and Women Studies and Beyond, answered three questions which 
emerged about change. The major patterns or conclusions from this data are 
stated beneath each of these questions as follows:
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1. What Accounted for Change?
The instructor of this Women Studies course utilized pedagogical 
techniques which planned for classroom dynamics that could nurture the 
development of change.
2. How Did Change Occur?
Student transformation was an incremental process marked by transition 
points or stages. These stages were awareness, anger, voice, power, and before 
and after.
3. How Did Change Affect the Lives of the Participants?
Students in this Women Studies course changed in terms of their feelings, 
thoughts, attitudes, and behaviors. These changes empowered them to address 
private and public concerns.
Recommendations
1. In order to democratize knowledge, we need to educate our teachers in 
the use of critical pedagogy and educate our students with this kind of liberatory 
technique. Classrooms where students are encouraged to use their own voices 
and related to knowledge through their own experiences may relate to the way 
many students learn.
2. Further study of the stages of the Process of Change found in this study 
is needed to determine if it can be used as an effective strategy to empower
students.
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3. Ways should be explored to glean the successful techniques used for 
change found in Women Studies classes. Perhaps they can be used in other areas 
of education.
4. Taking a Women’s Study course is recommended for all students. In 
her critique of Westcott, Maher (1992) writes:
The American sociologist, Marcia Westcott, was one of the first 
critics to indicate how feminism might revolutionize the disciplines.
She argued that a feminist perspective of education is not simply an 
academic view of educational strategy for social change. She 
describes forms of thinking and research which derive from affinities 
between people, between subject and object, between past and 
future and most importantly, between theory and practice. Westcott 
calls this intersubjectivity which will oppose the traditional binary 
divisions in the sciences, (p. 394)
Students in this study learned that traditional binary divisions were not 
good indicators of reality. They learned that things weren’t either/or but many 
layered and perspectival. This is the kind of knowledge that will help us in the 
post-modern age. The binary, either/or system says if you are pro-woman you are 
anti-man. Students came to understand that this is a false dichotomy and only 
that society is full of such notions. When we start teaching our students of the 
multiple realities of themselves, as well as others, we might get closer to an 
education for the majority instead of for the few.
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Thorne (1987) says:
There are no magic classroom solutions to problems of inequity 
deeply anchored in social and political institutions. But in the 
process of teaching we can work for equality and the goal of 
empowerment, (p. 316)
One way to do that is to validate students as whole human beings with soul 
and spirit, as well as mind. It is time to realize that learning is connected to our 
experience, to our passions, to our perceptions. Intellect is not only in the mind; 
there is not only one way to know. We are, not only because we think, but also 
because we connect, speak, feel, see, create, do, experience, emote. To separate 
the intellect from the body has given us a narrow view of knowledge.
The current wave of the Women’s Movement has made us aware that 
women experience the world in different ways from the Descartian knowledge 
that has been frozen as fact since the enlightenment.
According to Westcott (1992), once we articulate what we oppose, we can 
then identify our goals and then propose "strategies for action" (p. 396). She goes 
on to state that "we clarify what it is we want to move away from as well as what 
it is we want to move toward. Change is thus informed by purpose and goal"
(p. 396).
It is not an impossible leap to think that if women have many different 
ways of knowing, so also do men. Yet, we continue to educate our students in 
line with the misguided quest to separate mind from body, intellect from senses,
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knowledge from feelings. Eisner (1993) says, "This view of the locus of reason 
and the function of mind marginalized the senses as instruments in reason’s 
pursuit. That marginalization has, in turn, become a basic feature in American 
educational policy" (p. 80). It is time to rethink our entire educational system. 
Feminist scholars are telling us of other knowledge systems and other paradigms 
It is time for academia to listen to them and to start exploring the possibilities. 
Tomorrow’s children are waiting.
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